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Abstract 
This thesis examines how children are discursively (re)constructed as (dis)abled through 
mundane practices within mainstream primary schools, drawing upon in-depth 
qualitative research. Schools are conceptualised as porous local expressions of the 
education institution which comprise functionally specific micro-spaces (e.g. classrooms 
and playgrounds). Schools are viewed as a site of cultural conflict and contestation, 
between children and adults, who are unequally positioned in terms of power. It is 
revealed that within school (micro-)spaces varying expectations are placed upon 
children and adults which encourage particular practices. Actors within the school can 
contest, resist and potentially transform these 'rules', which are inherently unstable. 
Due to unequal relationships between children and adults within schools, it is also 
demonstrated that children are perceived as adults' 'becomings', with childhood viewed 
as a series of fixed stages of development. The organisation of children in schools 
reflects this discourse. However, it is also shown that conceptualisations of the 
'normally developing child' are socio-spatially shifting, hence there is a variance of the 
'norm' by which schools and school micro-spaces are designed. It is argued that the 
idea of a 'norm' of childhood development is a problematic social construct, given it is 
shown to conceal the diversity of children's capacities. Consequently, the education 
institution can be seen to be divided into general and special components, with the 
Special Educational Needs (SEN) institution diagnosing and treating children who fall 
outside of (and typically below) 'norms' of development, through an educational-
medical model of disability. This model is a subset of the individual tragedy model of 
disability (cf. Oliver, 1993a), representing disability as an 'individual pathology' and 
emphasising educational or medical intervention and cure. The SEN institution operates 
heterogeneously through porous school spaces, emphasising that (dis )ability is a socio-
spatially shifting construct, and this disrupts conceptualisations of disability as an 
essential, fixed identity positioning. 
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Introduction 
Chapter One 
'We believe that segregated education is a major cause of society's widespread 
prejudice against disabled adults and those experiencing difficulties in learning 
and that efforts to increase their participation in community life will be 
seriously jeopardised unless segregated education is reduced and ultimately 
ended' (Centre for Studies ofInclusive Education, 2002). 
'We feel that children that have severe physical or learning disabilities will be 
ridiculed within the mainstream school environment and not included as a part 
of normal school life. We believe that [current education policies] have been 
arrived at on cost considerations alone' (Special Schools Protection League, 
2003). 
1.0 Introduction 
Over the last decade there has been a geographical shift in disabled children's primary 
and secondary school education in the United Kingdom (UK) from segregated special to 
mainstream schools (Booth, 2000). These emerging geographies of 'desegregation' 
reflect changing international and national policy discourses (such as the Salamanca 
Statement, United Nations (UN), 1994; and the Special Needs and Disability Act 
(SENDA), Department for Education and Skills (DtES) 2001 a). It has been argued that 
these policies increasingly engage with an 'inclusion' agenda, and identify mainstream 
schools as the place for the education of (most) disabled children (Loxely and Thomas, 
1997). This thesis provides a timely investigation of these post-segregation educational 
geographies, and explores the construction of (dis )ability within this emerging 
educational context. 
Importantly, these dynamic geographies of disabled children's education are coincident 
with rising academic interest in both children's (e.g. Holloway and Valentine, 2000a) 
and disabled people's (e.g. Butler and Parr, 1999) geographies. Many commentators 
have revealed that childhood and disability are socio-spatially marginalised, 'othered' 
identity positionings (e.g. Imrie, 1996a; Matthews and Limb, 1999a;). These 
1 
Chapter One 
conceptualisations address the tendency of previous academic discourses of childhood 
and disability to reproduce the marginalisation of children and disabled people in society 
by 'silencing' their 'voices'. However, disabled children's voices and/or children's 
understandings of disability are currently under-researched. Hence, to date, geographers 
have not fully engaged with educational geographies of de-segregation, when compared 
to 'post-asylum' or general 'disability' geographies (see Kitchin and Mulcahy, 1999, for 
an exception). A significant factor here may be that the education of disabled! children 
falls between many 'sub-disciplines' within geography, for example children's 
geographies and geographies of illness or impairment. The relative silence of disabled 
children's voices also reflects national policy and wider social science literature, which 
frequently overlooks the experiences of disabled and non-disabled children, and the 
everyday school geographies within which 'inclusion' is situated. 
1.1 Dynamic geographies of disabled children's primary school 
education 
Since the early I 990s, UK national policy has increasingly encouraged the 'inclusion' of 
disabled children into mainstream primary and secondary schools, as envisaged by the 
1993 and 1996 Education Acts (Department for Education and Employment (DfEE), 
1993, 1996) and the recent SENDA (DfES, 2001a). These Acts have provided an 
impetus towards the physical relocation of disabled children into mainstream primary 
and secondary schools. 
Importantly, these policy shifts have been influenced by critiques of segregated, special 
educational provision, by both disability activists and academics (Barton, 1993). These 
discussions have been couched within a civil rights context (e.g. Thomas, 2001). 
Indeed, critics often emphasise that segregated special education fosters the exclusion of 
disabled children from access to formalised academic accreditation; a factor which 
contributes to the marginalisation of disabled people within the paid labour market 
1 In this thesis 'disability' is defined as including physical, learning and emotional differences (see also 
Chapter Three). 
2 
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(Glee son, 1999; Kitchin et al., 1998; Oliver, 1996). It is also asserted that the dominant 
representation of disabled people as being 'different' or 'Other' to non-disabled people 
is reproduced by the spatial segregation of disabled children into special schools 
(Kitchin and Mu1cahy, 1999; Morris, 1991). This view-point is supported by Dear et 
al.'s (1997) contention that repeated contact between disabled and non-disabled groups 
often increases acceptance of mind-body differences. 
Nonetheless, the relative merits of 'inclusive' and segregated special education continue 
to be debated (e.g. Homby, 1999). In particular, it has been argued that these legislative 
changes have occurred synchronously with a rise in neo-liberal ideology in many 
western countries (Lewis, 1995). On the one hand, critics have contended that inclusion 
is synonymous with an agenda to reduce spending on special education (Kauffman and 
Hallahan, 1995). On the other hand, some advocates of inclusion argue that neo-liberal 
tendencies within education conflict with inclusive principles (cf. Bangley and Woods, 
1998). This argument has parallels to academic research that problematises 'de-
institutionalisation' (Dear and Wolch, 1987; Gleeson, 1997). 
Despite this ongoing debate, social scientists have examined factors that enable and/or 
constrain disabled children's inclusion in mainstream schools (e.g. Anderson and 
Goodey, 1998; Makherjee et al., 2000; Mousely et al., 1998). In addition, there is a 
growing literature which seeks to explicitly define and pin down the meaning of 
'inclusion' (Ainscow, 1999; Booth et al., 2002). 
Disabled children's voices have been largely silent within these debates, reflecting a 
more general tendency within the wider social sciences (Beresford, 1997; Davis and 
Watson, 2001). This is surprising in the context of social studies of childhood, which 
increasingly foreground children's experiences as social agents (e.g. James et al., 1998). 
Recent academic research has begun to address this silence, focusing upon the 
experiences of disabled children in mainstream and special schools (Watson et al., 
1999). However, the majority of these studies have focused on older disabled children's 
experiences, and the voices of younger children and non-disabled children have tended 
to be overlooked. 
3 
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To address the above knowledge gaps, this thesis adopts a geographical approach to 
provide a spatially-sensitive exploration of the everyday geographies of (dis )abled 
children within two physically inclusive mainstream primary schools (i.e. schools with a 
relatively high proportion of disabled pupils). This perspective emphasises the 
difference that space makes to interpretations of inclusion and everyday (dis)abling 
practices. In particular, a focus is placed on children's voices, and the ways in which 
(dis)ability is (re)constructed and contested within the everyday spaces and micro-
spaces2 oftwo case-study primary schools. 
In doing this, this thesis addresses three major concerns. First, this thesis examines how 
different interpretations of inclusion are influenced by the specific spatiality of schools, 
thereby contributing to current debates on the meaning and praxis of 'inclusion' within 
schools as institutional spaces. Second, this thesis engages with geographical 
theorisations of disability (as an embodied socio-spatial construct), by exploring how 
children's identities are differentially constructed as (dis )abled through and within 
school spaces. Third, by listening to the voices of children whose lives and experiences 
contrast to the 'normally developing child' (James et al., 1998), this thesis informs the 
wider academic project of destabilising the common-sense understandings of childhood, 
which influence education policy. 
1.2 Research aim and questions 
The main aim ofthis thesis is to examine how children are discursively3 (re )constructed 
as (dis)abled through mundane practices within the 'everyday' spaces of mainstream 
schools. To address this aim, three major research questions are examined in this thesis. 
First, an exploration of how social actors within specific primary school settings 
2 The term 'everyday space' is drawn from James et al. (1998: 38) to define a key 'spatial script' of 
childhood: the school (see also Holloway and Valentine, 200Ib). Micro-spaces are defined as the 
specific sites of activity which comprise schools, such as classrooms, the dining room and playground (see 
also Dixon, 1997). 
3 Discourses are defined here as: 'all the ways we communicate with one another ... that vast network of 
signs, symbols and practices through which we make our world(s) meaningful to ourselves and others' 
(Gregory, 1994: 11). 
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interpret national 'inclusion' policy is undertaken. Second, the research considers how 
children's identities are (dis)abled within internal primary school spaces. Third, the 
thesis investigates the ways that children are/are not differentially (dis )abled in 
particular primary school micro-spaces, such as classrooms and the playground. 
1.3 Outline of the thesis 
The remainder of this thesis is divided into seven chapters. Chapter Two outlines the 
theoretical and conceptual debates that inform the research. This is based on a review 
and critique of existing geographical and social science literature concerned with 
disability, childhood, disabled children and schools. 
In Chapter Three, the methodological and epistemological approaches, as well as the 
methods utilised within the research process are discussed. In particular, this chapter 
discusses the problematic and dynamic nature of undertaking qualitative research with 
(disabled) children and adults in school settings. 
The empirical findings from the research are presented in Chapters Four, Five and Six. 
These chapters are broadly divided by scale, although scale is not conceptualised as 
concentric circles, rather as intersecting scales, with diverse connections between them 
(Castree,2000). Chapter Four explores the interpretations of 'inclusion' within the two 
case-study schools, and 'disability' and 'impairment' drawn upon by adults in the two 
case-study schools. This chapter identifies schools as specific expressions of the 
education institution, influenced by national government policy, and also the sites of 
creative social action. It is demonstrated that different adults and children are 
differentially located in terms of power-relations within the schools; and this has 
consequences for their ability to impose their views of 'inclusion' and 'disability' within 
the school. 
Chapter Five considers how the internal geographies of the schools differentially 
construct children with various mind-body characteristics as 'disabled'. This 
emphasises that, despite the increasing regimes of control and surveillance within the 
5 
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education institution, schools remain the sites of creative social action and specific 
moments of social relations within space and time. Pervasive whole-school policies and 
practices are examined, as well as how these can be transgressed, resisted and/or 
transformed by children and adults. 
Chapter Six discusses practices associated with particular micro-spaces, the focus being 
on classroom, playground and Physical Education (PE) micro-spaces. It is argued that 
children are variously constructed as (dis )abled within different school micro-spaces. 
This emphasises the centrality of space to the construction of fluid and shifting disabled 
identities. It is also shown that school micro-spaces are specific moments within time 
and space; interconnected with the school and wider education institution(s); and the 
sites of creative social action. 
The penultimate chapter draws together the main findings from the research. This 
chapter considers the conceptual contributions of the thesis, by reconnecting empirical 
findings with existing literature, in relation to the three research questions established 
above. In particular, practices that draw upon normative expectations of childhood and 
development are identified as defining children as 'same' or 'other'. It is argued that 
these normative expectations are present in much national level policy, and indeed, 
provide the central tenet of western education systems and understandings of childhood. 
The process of Special Educational Needs (SEN) identification, which follows an 
'individual tragedy' model of disability, intensifies this process of othering. However, 
agents within schools can differentially interpret, contest and/or transform the 
representations of normality and difference that operate at the national scale of the 
education institution( s). Hence, the schools, and the spaces within them, display a 
variety of interpretations both of 'normality' and' difference'; which is influenced by the 
school's location in space. In this way, schools, and the micro-spaces within them, as 
specific institutional spaces are not homogenously disableist. Therefore, children's 
identities are variously constructed as (dis)abled within the (micro-)spatial settings. 
This emphasises that although education may be institutionally ableist, within the 
context of particular schools, children and adults can carve out resistive geographies. 
The final chapter (Chapter Eight) outlines the explicit theoretical contributions of the 
6 
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thesis to geographies of children, disability and schools. This chapter considers how 
this current investigation of children constructed both as outside and inside the 'normal' 
path of childhood development can help to bring into closer focus, and further expose 
the fallacy of the 'normally developing child'. This examination of children's specific 
experiences of disability consolidates and extends embodied re-theorisations of the 
social model of disability. Furthermore, the thesis contributes to this agenda by 
focusing on a wide-range of mind and body differences, and empirically substantiates 
calls to re-unite the mind and body (through an exploration of multifaceted disabilities, 
and the emotions). In doing so, it is emphasised that disability is interconnected with a 
variety of identity positionings; in this case socio-economic 'class' and life-course 
positioning. Chapter Eight then outlines the key contributions of the thesis to 
theorisations of inclusive schools, as specific institutional spaces, connected to and 
comprising part of a wider educational institution. Finally, Chapter Eight reflexively 
reviews the thesis as a learning process, and provides entrees for future research 
activities. 
7 
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Chapter Two 
Disabled children's school geographies 
2.0 Introduction 
The last decade has witnessed a burgeoning of geographical studies about both disability 
and childhood. These areas of interest have been transformed by the 'cultural turn' in 
human geography with its concern for researching social groups 'other' than 'white, 
middle class, sound minded, able-bodied, heterosexual men' (Philo, 1991). Moreover, 
post-structuralist and feminist critiques have problematised hierarchical dichotomies of 
'child'!'adult', 'disabled'!'non-disabled', and 'body'!'mind' (Parr and Butler, 1999). 
This opens up the possibility of examining how these categories of 'same' and 'other' 
are socio-spatially and culturally inscribed upon, and simultaneously experienced 
through, bodies in space. 
An under-researched theme within this emerging field of study is investigations of 
geographies of (dis)abled childhoods; the major concern of this thesis. With this in 
mind, this chapter considers how the conceptual and theoretical contributions of 
children's geographies and geographies of disability can be consolidated and developed, 
through an examination of the everyday geographies of (dis )abling childhoods in 
schools. 
This chapter is divided into four sections. The first and second sections review the 
geographical and wider social science literature which focuses on disability. and 
childhood, with a particular emphasis on theoretical and conceptual tenets. The third 
section considers overlaps and similarities between these two literatures within the 
context of geographies of (dis )abled childhoods. It is argued that few studies have 
examined (dis)abled children's geographies, particularly within the context of schools, 
although the internal geographies of schools is an emerging area of interest. The fourth 
section discusses geographical and wider social science research that examines how 
'civilised' and sexed (i.e. gendered and sexualised) identities are constructed within 
school spaces. Drawing upon the conceptual contributions of this literature, the final 
8 
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section considers how a geographical approach to examining (dis)abled children's 
experiences in schools can contribute to the existing social science literature that focuses 
on disabled children in schools. The final, concluding section outlines an agenda for 
researching the construction of (dis )abled identities in schools, illuminating the research 
questions that will inform the remainder of the thesis. 
2.1 Geographies of disability 
'New'] geographies of disability have largely developed in reaction to Golledge's 
(1993) influential work which calls for a 'Geography for Disabled People'. Importantly, 
Golledge's understanding of disability is underpinned by cognitive behaviouralism 
(related to positivist schools of thought), with its related research relations and medical 
models of disability. Many of the critics of both Golledge's approach to disability and 
the research relations he adopts, draw upon critical understandings of disability 
developed outside the discipline; indeed from outside academia. Not only have 
geographies of disability been influenced by debates from wider social science, they 
have in turn informed these debates. This discussion examines how geographers have 
adopted, critiqued and contributed to the development of different understandings of 
disability. The following sections focus upon positivist-medical approaches (Section 
2.1.1), social-critical approaches (Section 2.1.2), emerging understandings of disability 
as embodied, experienced, and therefore, both biological and social (Section 2.1.3). A 
brief discussion of geographies geographies of mental illness and intellectual 
impairment, which have until recently been distinct from these debates, is undertaken in 
Section 2.1.4. Finally, Section 2.1.5 establishes a working definition of disability. 
2.1.1 Disabled people as research 'objects' under the medical model of disability 
Dear et al. (1997) and Hahn (1986) have outlined that disabled people are commonly 
represented as 'abnormal' and 'other' to non-disabled people. This establishes a 
I The term 'new' geographies of disability suggests an epistemological break from traditional 
geographical studies which mapped disability (e.g. Lovett and Gatrell, \988). This draws upon James et 
al. 's (\998) conceptualisation of 'new' social studies of childhood. 
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'normal'/'abnormal' binary divide on the continuum of human capabilities, enabling 
distanciation from the abject 'other' (cf. Shakespeare, 1994; Sibley, 1995a). These 
models of disability are reproduced and concretised in a variety of contexts including 
the media (Bames, 1992), literature (Hahn, 1986; Shakespeare, 1994) the built 
environment (Imrie and Wells, 1992; Kitchin, 1998); and indeed academic discourses 
(Hunt, 1966; Oliver, 1992). As a consequence, Kitchin (1998) suggests that dominant 
discourses of disability are frequently invisible, and unconsciously accepted as 'common 
sense'; often being internalised by disabled people. Disabled people frequently occupy 
dependent, marginalised positions within society, due to disableistlableist social 
relations (Irwin, 2001; Young, 1991). The culmination of these discourses and social 
relations can lead to disabled people's lives being devalued, with potentially devastating 
effects, such as the eugenics movement and the genocide of disabled people (Morris, 
1991). 
It has been argued that medical and individual tragedy model(s) of disability dominate 
western capitalist discourses of disability (Morris, 1991; Oliver, 1996; Shakespeare, 
1994). Oliver (1993a) has argued that medical models of disability are a sub-set of 
individual tragedy models of disability. Individual tragedy models represent disability 
as 'abnormal', a random, tragic event. This 'abnormality' is located within the body of 
the person with the disability (Morris, 1991; Oliver, 1996). An example of the 
individual tragedy model of disability is that psychological differences experienced by 
people with bodily impairments are often viewed as attributable solely to the personal 
'tragedy' of having an impairment (Finkelstein and French, 1993). Medical models are 
the sub-set of individual tragedy models that prioritise medical categorisation and 
intervention to cure the 'deviant' body (Oliver, 1996; Morris, 1991 2). It has been argued 
that individual tragedy models represent disability as an essential biological 'given', 
reducible to impairment, with society's role in disabling impaired people overlooked 
(Gleeson, 1996). Imrie and Kumar (1998) describe how disabled people are 
homogenised under this model, with disability being associated with wheelchair users. 
It has also been argued that within the individual tragedy model, disability is viewed as a 
random, tragic event, leading to 'social death' (Finkelstein, 1993). 
2 Morris (1991) terms the 'individual tragedy model' the 'personal tragedy' model, and Finkelstein (I 993) 
labels it the 'social death model'. The meanings attributed to them are similar. 
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Many academic studies uncritically adopt individual tragedy models of disability (see 
Nicholson, 1991; O'Brien, 1991, for examples of geographical studies). By way of an 
example, this review focuses on the contributions by Golledge (1993; 1994; 1997). 
Golledge's work provides a useful entry-point into exposing and critiquing medical 
models of disability and how these can be drawn upon within geographical studies. 
Golledge's (1993) influential paper on the need for geographers to establish a new 
systematic branch of geography for The Disabled is grounded in medical models of 
disability. This is, in some ways, unsurprising, as the dominant common-sense, 
naturalised view of disability within Minority World (Global North, Punch, 2000). 
English speaking nations is the individual tragedy model. To expect all academics to 
embrace critical, sociological readings of disability, would be to set academics apart 
from/above the rest of society. 
Golledge (1993: 64) encourages geographers to use their expertise to examine 'the 
distorted spaces that ... [disabled] people must endure' as a component of a modernist 
project to 'compensate' disabled people for 'their' disability. Here, Golledge 
uncritically accepts 'expert' /'research object' relations between researchers and the 
'objects' of the research: in this case disabled people. Such a position is underpinned by 
an epistemological belief in the existence of a measurable world 'out there', which 
detached, objective (social) 'scientists' can observe and measure, using quantitative 
techniques. Associated with this is Golledge's unquestioning acceptance of 'the 
individual tragedy' model of disability (Oliver, 1996). In the quote above, Golledge 
(1993) evokes tragedy (a key component of the individual tragedy model). Furthermore, 
Golledge consistently positions disabled people (including people with 'mental 
retardation') as living in a world apart from non-disabled people, a world that is 
'inferior' (p.67). Moreover, he contrasts disabled people to 'normal' people, explicitly 
identifying disabled people as abnormal (p. 66). 
Golledge's uncritical acceptance of medical models of disability is revealed in the 
definition of disability that is employed: 
, ... those situations where an individual is prevented wholly or partially from 
performing the full range of actions and activities usually performed by 
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members of the society or culture in which the person lives ... disabilities 
include loss of limbs, loss of sensory apparatus or inferior mental abilities' 
(Golledge, 1993: 63). 
It is evident that Gol1edge represents disability as directly attributable to individuals' 
impaired bodies (or minds), and he underplays the disabling role of wider society (this 
has been criticised by other geographers: Butler, 1994; Imrie, 1996a). 
Golledge's (1991; 1993) positivist epistemology and medical understandings of 
disability underpin his attempts to quantifY the exact extent that disabled people live in a 
spatially impoverished world. A fundamental tenet of Golledge's argument is that 
people with (congenital) visual impairments in particular have impoverished cognitive 
maps, as he regards vision as the spatial sense 'par excellence'. Although Gol1edge 
naturalises this ocularcentrism, it can be argued that the status of vision as both the 
spatial sense and the sovereign sense, can be traced back to Enlightenment thinking 
(Gregory, 1994). This demonstrates the socio-spatiallhistorical specificity of the 
importance placed on sight, de stabilising the hierarchical position accord to vision in 
contemporary western society. Finally GoUedge (1993) conflates different types of 
disability, by assuming that all people with disabilities will have 'distorted' spatialities 
and spatial competencies (p. 65). 
Despite encountering a barrage of criticism from other commentators (Butler, 1994; 
Gleeson 1996; Imrie, 1996a), Golledge (1997) defended his position on disability in 
later work. He gives a personal account of his experience of becoming visually-
impaired in middle age, locating the cause of his disability firmly within his individual 
body, and defending his continuing use of medical models of disability: 
'From a purely personal point of view, I prefer to focus on a personalized way 
of handling the problems encountered by my physical disablement caused by 
loss of sight. I have always felt that there were many things that I could do 
about it on a personal level. It would be my battle to overcome, my search for 
independence, my decision what to do ... when to persist ... when to admit 
defeat' (p. 392). 
This personal account draws upon the embodied experience of disability (Parr and 
Butler, 1999). However, this quotation clearly evokes the 'disabled hero' conquering 
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adversity, which is a component of medical/individual tragedy models of disability 
(Morris, 1991; Oliver, 1996). Golledge (1997) goes on to outline various personal 
battles, often without considering the socio-spatial origin of many of these barriers. The 
paper is replete with references to socially constructed barriers, which Golledge 
attributes to his own biological impairment. For instance, his ignorance of new food 
stores on the street near where he works might be connected to the way that streets are 
not designed for visually impaired people, and the fact that tactile maps for visually 
impaired people remain scarce (Butler, 1994). Furthermore, he does not consider how 
the necessity of presenting information visually is socio-spatially/culturally specific in a 
society which prioritises the visual, and would not exist in a society with an oral 
tradition. 
Golledge's (1997) insistence on defining disability as a personal (random, tragic) 
adversity to be overcome resonates with the colonial adventures of heroic geographers. 
In this case the geographer, is attempting to conquer his own personal battle with 
disability. Moreover, Golledge does not reflect on aspects of his identity other than his 
disabled positioning, and how these other identity positions have influenced his ability 
to overcome the 'adversity of disability'. His gender, his ethnicity, his socio-economic 
position, his 'relatively socially acceptable' disability (Dear et al., 1997: 466\ and the 
fact that his disability was acquired later in life, all contribute to his experience of 
disability and his ability to address difficult situations. Finally, although Golledge 
(1993, 1994, 1997) does not claim to be speaking for all disabled people, his disabled 
status could appear to give him a level of authority above non-disabled academics 
(Oliver, 1992, 1996). Although this article is interesting in that it is personal, 
autobiographical and embodied, it is essential to note that identities are constructed 
along various axes, and Golledge's views cannot be seen as in some way 'giving voice' 
to disabled people per se. 
3 Dear et al. (1997) investigate concept of a hierarchy of social acceptability of disability. They argue that 
certain disabilities (e.g. physical and visual disabilities) are more socially acceptable than others (e.g. 
mental illness) in the context of Anglo-American culture. They caution, however, that hierarchies of 
disability are socio-spatially specific, rather than representing an existential response to impairments. 
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2.1.2 Disability as a soda-spatial construct 
Many authors dispute Golledge's (1993) uncritical acceptance of medical models of 
disability, and argue that disability is a spatially embedded socio-cultural construct. 
Such academics draw upon social models of disability that have been developed outside 
the 'porous' disciplinary boundaries of geography. Indeed, social models were not 
developed by academics per se, but by disability activists4 (UPIAS, 1976), who were 
later labelled as healthy (male) paraplegics (Morris, 1991). Social models were 
developed from particular perspectives, especially those of white, 'Minority World, 
paraplegic men. Social model activists/academics became aware that the barriers they 
faced to participation were socially constructed around their impairments and 
consequently devised a new definition of disability: . 
'Impairment - lacking all or part of a limb, or having a defective limb, organism 
or mechanism of the body. Disability - the disadvantage or restriction of 
activity caused by a contemporary social (and spatial) organisation which takes 
little or no account of people who have physical impairments and thus excludes 
them from the mainstream of social activities' (UPIAS 1976). 
Social models of disability have significantly influenced disability geographies. 
However, few (if any) geographers could be labelled pure 'social constructionists', as 
the majority of geographical studies acknowledge the problematic corporeality of a 
'troubled' body (Dyck, 1999) or mind (parr, 1999a). Rather, many geographical studies 
have examined the socio-spatial specificity of disability/disablism and/or ableism (Dear 
et al., 1997; Hall and Imrie, 1999; Imrie and Wells, 1993). 
Priestley (1998a) argues that there are a variety of social models which are underpinned 
by a variety of epistemological standpoints. In line with many sociologists, some 
geographers adopt a broadly historical-materialist approach, highlighting the role of the 
capitalist economy in disabling people (Gleeson, 1997, 1999). These authors, who 
utilise a broadly Marxist philosophy, draw upon the theoretical frameworks developed 
by social and political scientists (Finkelstein, 1993; Oliver, 1993a, b, 1996), which 
situate the devaluation of 'inefficient bodies' within capitalist labour relations. It is 
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argued that changing work regimes associated with the Industrial Revolution devalued 
disabled people's labour. The commodification of labour led to a focus on bodily 
efficiency, and the concentration of labour into factories. Factories were designed 
around 'efficient' and standardised bodies, thus excluding disabled people. The 
industrial revolution also occasioned a worklhome division, as 'productive' work moved 
away from the home, occasioning a work-home division. This generated a friction 
against disabled people's participation in paid work. Disabled people hence became 
constructed as a burden to their families, and later to society in general (Gleeson, 1999). 
These negative representations of financial dependency, and consequently disability (as 
a burden) is socio-spatially specific to capitalist societies, which accord status relative to 
people's ability to participate in paid labour (French, 1993a; Frinkelstien 1993; Irwin, 
2001; OIiver, 1996; Young, 1991). Some authors claim that this 'dependent' population 
serves the purposes of capitalist accumulation, leading to the creation of a 'care' 
. industry, with a whole sector of 'experts' dedicated to the treatment of disabled people, 
often in institutionalised settings (Oliver, 1993b). However, many of these 'care' 
facilities have been historically subsidised by the State. Indeed, it has been contended 
that recent moves to unravel facilities for disabled people within Minority World 
countries (frequently associated with de-institutionalisation), have been underpinned by 
neo-Iiberal fiscal agendas (Chouinard, 1999; Dear and Wolch, 1987; G1eeson, 1997). 
The success of the disabled people's lobby in the USA, which emphasised the benefits 
of including disabled people as potential consumers and productive workers to capitalist 
accumulation, further contradicts the Marxist stand-point (Batavia and Schriner, 2001). 
In support of the Marxist approach, it could be argued that the apparent conflict between 
capitalist accumulation and the existence of a dependent, relatively non-consuming 
popUlation could be one of the many internal contradictions which Harvey (1985) 
contends are inherent to the capitalist mode of production/consumption. 
Although some critiques of Marxist explanations for disability can be resolved, 
historical-materialist accounts are problematic in a variety of ways. Despite 
demonstrating the historical specificity of disability, along with other concepts, such as 
4 The concept of a dichotomy between 'activism' and 'academy' has been widely critiqued (e.g. Maxey, 
1999). The case of critical disability studies emphasises this, as many 'academics' are also 'activists'. 
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dependency, these materialist accounts draw upon meta-theories which have been the 
subject of critique from feminist and post-modernist stances (Gregory, 1994). Marxist 
positions have been associated with material reductionism and economic determinism 
though attributing the social, political and cultural to the workings of the capitalist 
economy. An example of this is the assumption that all discourses are ideologies, 
attributable to, and directly serving the purpose of, the super-structure of the capitalist 
economy (peet, 1998). 
Three principle issues arise from the adoption of these materialist positions within 
geographies of disability. First, although disablement may have been exacerbated 
during the Industrial Revolution, and in the subsequent reorganisation of the production 
process, it cannot be denied that disablement existed in feudal society (as Gleeson, 
1999, concedes). Therefore, disability as a socio-spatial response to impairment cannot 
be exclusively associated with capitalist economies; consequently capitalist social 
relations are not the sole cause of disability. Furthermore, these Marxist social model 
accounts can be seen to strategically essentialise disability, in an attempt to produce a 
political category behind which to unite. Historical-materialist accounts can also 
viewed as drawing upon disabled people's marginalisation in order to exemplify, and 
therefore oppose capitalist exploitation (Finkelstein, 1993; Women in Geography Study 
Group (WGSG), 1997). However, this denies the complex identities of all disabled 
people, who are differentially located in a variety of social relations (Crow, 1996). 
Furthermore, these accounts were mainly developed by white, male, physically disabled 
individuals, and therefore under-represent the range of impairments (Corker, 1999) 
while writing out any bodily experience of disability (French, 1993b; Morris, 1991). 
Finally Marxist approaches suggest that change can only be achieved through total 
revolution (Oliver, 1996; Finkelstein, 1993, 2001). Such accounts fail to sufficiently 
theorise recent improvements in the position of disabled people in Minority World 
countries, during a period when the operation of capitalism is intensifying rather than 
abating. 
Irwin (200 I) draws upon a social claiming perspective to explain this contradiction, 
identifying the material and cultural as mutually constituted and constituting, with 
neither reducible to the other. This helps to conceptualise the possibility of struggle and 
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change, in the absence of total revolution. She argues that differences in the allocation 
of rewards in society are not purely a result of people's position on the hierarchy of 
employment in the paid labour market. Instead, she argues that different groups of 
people have made more or less effective 'claims' at various points in history. The case 
of the Americans with Disabilities Act (1990) exemplifies such a view-point, with the 
manifesto for the Act being immersed within a neo-liberal emphasis on consumer 
power, and the claims ofa 'deserving 'group of Vietnam veterans at the vanguard of the 
campaigns (Batavia and Schriner, 2001). 
In contrast to those geographers who draw upon Marxist meta-theories, other 
geographers have adopted a broadly social model of disability by developing a post-
modem slant on the process of disablement (e.g. Hall and Imrie, 1999; Imrie and 
Kumar, 1998; Imrie, 1996a; Kitchin, 1998). Imrie (1996a) draws upon Young's (1991) 
thesis that locates oppression within processes of cultural imperialism and power, in 
association with the material workings of the capitalist economy. Young's (1991) work 
is an explicit attempt to address the insensitivity of historical-materialist accounts to 
non-class based difference, and the oppression of various 'others'. Imrie (1996a: 6) 
identifies disabled people as one such oppressed group of 'others', who experience all 
five facets of 'oppression' identified by Young (1991); namely, 'exploitation', 
'powerlessness' 'marginalisation' 'cultural imperialism' and 'violence'. 
Kitchin (1998) also adopts a post-modem slant, drawing upon the work of Sibley 
(1995a) and other social/cultural geographers (e.g. Jackson, 1989). He considers the 
role of dominant social groups in creating cities as physical and discursive sites for the 
exclusion of undesirable 'other' groups. Drawing upon Sibley (1995a), Kitchin (1998) 
discusses the ways in which the psychological desire to exclude 'othemess' in order to 
re-affirm 'the same' can be mapped onto a dynamic urban built environment. He argues 
that disabled people can be seen to be one such 'other' social grouping. Crucially, the 
cause of disablement in this instance is not exclusively the mechanisms of the capitalist 
economy (although this remains significant). Rather, this can be seen as the diverse 
operations of power, as dominant groups seek to maintain their position. This is 
achieved not through some bloody form of oppression, but through the learned, 
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everyday, mundane practices of socio-spatial exclusionimarginalisation (Kitchin, 1998; 
Sibley, 1995a). 
Sibley (l995a) draws upon Kristeva (1982, 1991) and Klein's (1960) re-workings of 
object-relations theory, in identifying that the reaffirmation of the Self, is dependent 
upon the abjection of 'the Other'. Crucially, unlike in Freud's original analysis, these 
'other' groups are not an existential pre-given, or natural. In contrast, boundary 
construction in infancy is culturally and socially embedded. For instance, Sibley 
(1995a) argues that the abjection of bodily waste (and therefore the association of 
'other' groups'with dirt and faeces) is specific to contemporary western society, being 
absenfin cultures in different places and different times. Indeed exactly which groups 
will be identified as 'the same' or 'the other' will be socially-culturally (geographically 
and historically) specific. Sibley highlights how abject social groupings change through 
time, although the ' .. .imagery employed in the constructions of geographies of 
exclusion remain remarkably constant' (p. 69). 
It is argued here that much of the symbolism of abjection in contemporary western 
society parallels the discourses comprising the medical model of disability. Sibley 
argues that dirt (faeces) disease and nature are all associated with abjection. Mirroring 
this is the suggestion that disabled people, under the medical model, are frequently 
associated with disease and nature (as 'less than human': Morris, 1991: 26). Indeed, it 
could be argued that disabled people embody much of what is abject in contemporary 
western society (see also Shakespeare, 1994). However, it is important to recognise that 
'abjection' does not only involve negative representations, but that abject groupings and 
places can be associated with feelings of repulsion and attraction (Sibley, 1995). This 
can be seen to relate to disabled people, who can be viewed as both 'less than' human, 
and also angelic or heroes, and hence, 'more than human'. Both types of representation 
are associated with the medical model, and are disabling to impaired people 
(Shakespeare, 1994). 
Such an analysis can help to explain the endurance of spatial boundaries placed between 
non-disabled 'same' and disabled 'others' to protect privileged social groups from 
uncontrollable 'others' in the 'post-asylum' age (see Dear et al., 1997). Dear and Wolch 
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(1987) and Gleeson (1997) argue that disabled people's historical geographies of socio-
spatial exclusion in asylums are being replicated on a smaller scale by the new 
geographies of 'de-institutionalisation'. A central component of 'abjection' is that, 
although it involves a constant attempt to be separated from the 'Other' in order to 
reaffirm the 'Self, the abject remains a component of the 'Self. Disability frequently 
denotes what is most frightening to the post-Enlightement rational (man): death, disease, 
uncontrollable bodies and dependency (Shakespeare, 1994). Despite this, disability is of 
necessity part of the 'Self given that most people will experience some form of illness 
or disability at some stage in their life-course (Morris, 1991; Parr and Butler, 1999). 
, 
Psychoanalytical geographies of 'Self and 'Other' have also been examined by Dear et 
al. (1997). Drawing upon the psychoanalytical turn in post-structuralist geographies, 
they seek to de stabilise the binary categories defining disability (and non-disability) and 
problematise the notion of 'normality'. In contrast to the accepted expectation that there 
are two distinct groups ('non-disabled' and 'disabled' people), they argue that there is a 
continuum of human capacity, upon which an artificial boundary is imposed. In line 
with Kitchin (1998), Sibley (1995a) and Shakespeare (1994), Dear et al. (1997) explain 
boundary drawing and maintenance (at an individual and wider spatial level) as 
emerging from an ontological need to protect the 'Self from the 'Other'. They claim 
that this boundary-drawing is not purely an individual/psychological event, but is 
socially contextualised in wider society (see also Sibley, 1995a). 
The use of these Cartesian dichotomies is grounded in Enlightenment thinking 
(Gregory, 1994) and implies particular relations of knowledge and power. For instance, 
the non-disabled/disabled dualism implies that to be non-disabled is preferable to being 
disabled. This ignores the reality that most people will be disabled at some time in their 
life (Morris, 1991). In particular, Dear et al., (1997) claim that ideas of the 'subject' 
and the 'object' take specific forms under the regime of modem, white (masculinist, 
disableist) science. A fundamental aspect of modem science was/is the notion of a 
bounded disembodied subject (Self), capable of objective reasoning and scientific 
categorisation of the object (Other). This created a dichotomy between: 'the subject 
(controlled, whole) and the nonsubject [object] (unable to close the Self off from the 
world,) and therefore inferior': Dear et al., 1997: 241). Building upon this 
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conceptualisation of difference, Dear et af. attempt to define hierarchies of acceptance of 
disabled people, at both an individual and spatial level. Importantly, the authors reveal 
that hierarchies of acceptance vary through time and space, and are culturally-specific. 
Finally, and a factor of significant importance to this thesis, the authors claim that social 
groups attempt to build (spatial) boundaries in order to protect themselves from 'deviant 
others', and these boundaries prevent spatial proximity and acceptance of the 'other' 
group. Conversely spatial and social proximity reduce the boundaries between 'non-
disabled' and 'disabled' people as: 
'physical proximity weakens the bases of distancing as it forces a direct 
confrontation with disability, challenging the stereotypical anxieties that 
structure the diametric opposition between the abled and the disabled' (Dear et 
al. 1997: 474). 
The idea that disabled people may be 'abject others' is central to this thesis. Of 
particular interest is whether, as Dear et al. (1997) claim, repeated social and spatial 
proximity leads to a greater acceptance of mental and bodily difference in the context of 
schools. It will be interesting to identify whether disabled children are fully included in 
a culture which accepts difference, or by contrast, occupy the equivalent of physical 
and/or metaphorical 'mini-institutions' within schools, which parallel those occupied by 
many 'mad' and 'disabled' people (Gleeson, 1999). Finally, whether particular children 
are 'abjected' within mainstream schools will be examined. 
Despite the diversity of theoretical positions adopted by advocates of social models 
within geography, there are some general characteristics associated with studies that 
adopt social models. First there is a general focus on disablement in the urban 
environment (Gleeson, 1996, 1999; Hahn, 1986; Hall and Imrie, 1999; Imrie, 1996b; 
1999a; Imrie and Kumar, 1998; Imrie and Hall, 1992; 1993; Kitchin, 1998) (an 
exception to this focus on urban environments is Kitchin et al., 1998). The second is a 
tendency to focus on 'bodily' impairments, particularly physical impairments. 
(Although, mental ill-health and to a lesser extent 'intellectual impairments' have been 
studied within 'asylum geographies' and 'post-asylum geographies' (Dear and Wolch, 
1987; Park and Radford, 1997, 1999; Parr, 1999b; Philo, 1989). (Indeed, Parr and 
Butler (1999) examine how these previously disparate areas of interest can be 
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connected.) This general silence reflects a characteristic of social models, which 
excludes mental ill health and intellectual disabilities/learning disabilities in its focus on 
'impairment' as a bodily condition (see above). 
2.1.3 Embodied accounts 0/ disability 
The criticisms levelled at social models of disability have been central to the creation of 
embodied geographies of disability. Much of the critique of social models has derived 
from feminists, who note the lack of female voices in social models (Morris, 1991). In 
addressing the perceived lacuna within the social models, 'embodied' disability 
geographies have emerged from an engagement with feminist and post-structuralist 
social science. The conceptualisation of disability as a socio-cultural construction 
around a particular (impaired) body or mind type is taken a step further within embodied 
models. As the taken for granted binary categories of male/female can be regarded as 
. imposed upon a continuum (Connell, 1987; Cream, 1995; Kessler, 1990; Longhurst, 
1997), so can those of disabled/non-disabled (Dear et al., 1997). This is equally 
applicable to the adult/child dualism (see Section 2.2). The argument that it is 
impossible to retrieve a pre-social 'sex' from gender (Butler, 1990) can, perhaps be 
equally applied to impairment and disability (Moss and Dyck, 1997; see also Chapter 
Eight). However, there is an important point of departure between gender, childhood 
and disability; unlike sex or a young age, disability is frequently associated with the 
bodily experience of 'limitation, pain and the fear of dying' (French, 1993b: 19). 
Embodied accounts of disability aim to rejuvenate social models of disability, rather 
than replace them (Crow, 1996). The intention is to examine how it actually feels to be 
a disabled person within unequal able-bodied-disabled relations. The body is defined as 
both a material and a social construct, subject to multiple gazes, inscriptions and 
positionings from outside. It is, also the 'geography closest in' (Rich, 1986: 212), the 
point from where individuals experience the world (Butler and Bowlby, 1997; Duncan, 
1996; Moss and Dyck, 1996), a potential site of resistance (Parr and Butler, 1999) and a 
'project' (McCormack, 1999). Moreover, deconstruction of the Cartesian mind-body 
split leads to an understanding of the body which incorporates the mind. This re-
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constitutes the knowledgeable subject as feeling and embodied as well as thinking 
(Aicoff, 1996; Parr and Butler, 1999). 
Whilst social models may have attempted to downplay the physical (or mental) 
difficulties caused by impairment, these new embodied studies intend to validate these 
differences. They insist that disabled people define their own reality and do not have 
their experience appropriated through research or equally disempowering social 
relations (Overboe, 1999). Embodied geographies of disability assert disabled people's 
'right to be both different and equal' (Morris, 1991: 189). 
Geography has been central to the development of embodied studies of disability. For 
instance, Moss and Dyck's (1996) study of women with chronic illness problematises 
taken for granted meanings of the body, theorising bodies as simultaneously lived, 
experienced, corporeal, and a discursive text. Moss and Dyck (1996) also tease some of 
the myriad ways that bodies as material and discursive entities are connected to wider 
socio-economic relations (see also Dyck, 1996, 1999). Along with this disruption of 
bodies, Moss and Dyck (1996) destabilise notions oftaken-for-granted locations such as 
work and the home, and re-construct these spaces as sites of power relations, 
negotiations, contestations and resistance. Their work shows an appreciation of 
difference within difference, as the authors consider the women's relative positioning 
within the hierarchy of waged labour, for instance. Indeed, the post-structuralist turn 
which has informed the conceptualisation of embodied geographies of disability, has led 
to an increasing appreciation of identities as multifaceted and dynamic (see Butler, 
1990). This shift has encouraged geographers to examine how disabled people have 
complex identities, comprising gendered, sexualised, aged (racialised, classed) bodies. 
To date, geographers have emphasised gender and sexuality as lines of difference 
intersecting with disability, and less emphasis has been placed on age or life-course, 
'race' or class (with the exception of Moss and Dyck's (1996) study, discussed above). 
For instance, Valentine (1999a) examines how disability can disrupt and reconfigure 
hegemonic representations of masculinity; while Butler (1998) Skelton et al. (2002) and 
Valentine et al. (2002) illuminate the heterogeneous experiences of homosexual and/or 
disabled identity positionings (see also Section 2.2.2). 
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Although Moss and Dyck's (1996), Dyck's (1996, 1999) and Moss's (1999) studies 
examine what could be labelled chronic illness, rather than disability, Parr and Butler 
(1999) advocate the inclusion of (chronic) illness into 'disability geographies': 
'We want to widen the scope of 'geographies of disability' to consider all sorts 
of people, with all sorts of different mind and body characteristics ... ' (parr and 
Butler, 1999: 10). 
Arguably, the inclusion of chronic illness has greatly enriched studies of disability 
geography, particularly in terms of Moss and Dyck's (1996) and Dyck's (1996, 1999) 
theorisation of corporeal geographies. An interesting aspect of their discussion of 
multiple sclerosis is that this inverts the perceived oppression of 'medical inscription', 
as a lack of a recognised medical label can result in chronically ill (women) being 
excluded from whatever (limited) services/provisions/adjustments are made by society 
to meet disabled people's needs (see also Moss, 1999). 
These corporeal geographies of disability have illuminated the experiences of people 
with an increasing variety of bodily differences, including visual impairment (Butler and 
Bowlby, 1997) and dlDeafuess (Skelton et al., 2002; Valentine et al., 2002). Taking 
this a step further, Parr and Butler (1999) problematise the notion of a mind-body 
dualism, emphasising that thoughts, feelings, and impulses are located simultaneously 
within the mind and bodies. Despite this apparent re-theorisation of geographies of 
disability to include both mental and physical differences (see Parr and Butler, 1999), 
this strand of geography continues to focus on a particular type of mental difference: the 
medical diagnosis of mental illness or 'madness'. This draws upon asylum and post-
asylum geographies, which have made a significant contribution to human geography, 
and are briefly discussed below. 
2.1.4 Geographies ojmental illness and 'intellectual impairment' 
This body of literature has considered the external geographies of asylums in terms of 
where asylums are located (Philo, 1987). Moreover, geographers have examined the 
influence on wider society of the containment of 'deviant individuals' (Gleeson, 1999), 
as social and spatial processes of 'othering' combine in the excluded geographies of 
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mentally ill people. Of particular relevance to this study is the examination of the how 
the internal geographies of asylums were/are designed to normalise deviant individuals 
(Philo, 1989), and how 'mad' identities are constructed and reconstructed within asylum 
spaces (parr and Philo, 1995). However, although asylums were/are designed for the 
control and regulation, and ultimately re-formation of the 'mad' subject, Parr (1999b) 
emphasises that 'mad' people are agents, capable of resisting and contesting these 
external normalising and regulating impulses. 
Many studies of the internal geography of asylums have drawn upon Bentham' s idea of 
the panopticon to understand the spatial disciplining of the 'mad' self(Dear, 1981). The 
panopticon was to have a central observation chamber, with cells radiating from this, 
wherein were located inmates (prisoners, the 'insane', the ill, school children or 
workers). The emphasis was on isolation and separation to prevent contagion and to 
promote orderliness and control. Although it was impossible for all of the inmates to be 
watched at all times, any inmate could be held within the gaze at any time, encouraging 
self-regulation, and normalisation. However, Philo (1989) contends that very few 
asylums were built according to this model. Instead, he argued that the F oucauldian 
conceptualisation of a general panopticism, more clearly captures the history of the 
asylum. Panopticism involves a range of 'disciplining techniques', which aim to 
convert 'deviant' individuals into 'docile bodies' who will be useful to the reproduction 
of society (Foucault, 1979; Rabinow, 1984). 
New post-asylum geographies have emerged with the decline of the asylum, which have 
influenced geographers' understandings of institutions (see for instance Philo and Parr, 
2000). Since the early 1970s, residential geographies of 'mad' and 'disabled' people in 
western capitalist countries have experienced a significant shift, from large-scale 
asylums to 'the community'. However, Dear and Wolch (1987), Dear et al. (1997) and 
Gleeson (1997) have emphasised that 'mad' and disabled people frequently experience 
continued socio-spatial exclusion in cities. De-institutionalisation has failed to consider 
the negative attitudes that many of the 'community' hold towards mental illness. 
Moreover, planning systems are frequently contradictory to the aims of de-
institutionalisation. 'Mad' people's geographies have frequently been transformed from 
geographies of monolithic social-spatial isolation, to smaller scale geographies of 
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exclusion, within, for instance, mini-institutions located in socio-economically deprived 
parts of the city. 
This body of work has two key implications for this thesis. First, the nature of 
institutions has been re-theorised in response to their changing spatial expression, and 
this is discussed in Section 3.3. Second, this emphasis on madness propagates the 
marginalisation of intellectual disability from geography (Hall and Kearns, 2001). There 
are, however, exceptions to this, such as Park and Radford's (1999) examination of the 
socio-spatial construction of 'mental deficiency' along with related discourses in 
Canada. 
The relative absence of geographies of intellectual disabilities5 is indicative of the wider 
silence on the subject within critical disability studies. This may be linked to a desire on 
the part of (physically) disabled activists and academics to distance themselves from 
intellectual disability. Perhaps this could be attributed to a reaction against the 
assmnption frequently made by non-disabled people who utilise the medical model of 
disability, that people with physical disability will also have intellectual impairments: 
resulting in the oft quoted adage: 'does slbe take sugar?' (Morris, 1991; Shakespeare, 
1994). This denial of disabling mental differences within the disability movement is 
therefore an unintended consequence of strategic attempts by physically disabled people 
to highlight that physically disabled people are not necessarily intellectually impaired. 
Hall and Keams (2001) identify three main sources of the invisibility of intellectually-
disabled people in geography. First, they point to the mini-institutions where some 
intellectually disabled people live, claiming that these places are frequently isolated, and 
that people within them are relatively powerless. However, they also highlight that 
intellectually disabled people have often not be affected by institutionalisation or 
deinstitutionalisation. Second, they claim that intellectual disability is frequently 
conflated with mental ill-health in both society generally and academia. Finally, they 
identify research relations, and in particular the trend towards 
emancipatory/participatory research relations (see Chapter Three), as excluding 
, This term is taken from Hall and Kearns (2001). However it is not the preferred term for this thesis 
(Chapter Three). 
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intellectually disabled people, who both do not have the loudest voices and are 
(frequently) less able to articulate their own experiences in orthodox ways. Hall and 
Kearns go on to identify ways in which intellectually disabled people's voices could be 
included into geography. First, they point to research relations/methods which are more 
open to convoluted stories (Parr, 1998). They go on to suggest that it would be possible 
to draw upon the expertise of professionals working with intellectually disabled people. 
Hall and Kearns (2001) advocate a role for carers in giving voice to intellectually 
disabled people. A further potential is to engage in ethnographic studies of geographies 
of intellectual disabilities. 
Although Hall and Kearns make a significant contribution to geography by highlighting 
the absence of geographies of intellectual impairment, they raise some problematic 
issues. First, it could be argued that they 'miss the point' that academics feel most 
comfortable studying people like themselves (Philo, 1991). Historically, the interest in 
critical studies of disability in social science has reflected the increasing presence of 
disabled academics (e.g. Colin Barnes, Mairian Corker, Vic Finkelstein, Sally French, 
Jenny Morris, Mike Oliver, Gerry Zarb). Furthermore, 'intellectual disability' is further 
down the hierarchy of acceptance of disabilities (Dear et al., 1997). Hierarchies of 
acceptance are socio-spatially specific, but this does not detract from academics 
operating as part of society (Oliver, 1992; Imrie, 1996c; Kitchin, 1999). These 
hierarchies of acceptance mean that people with physical disabilities, but without 
intellectual disabilities are more 'like us' than are people with intellectual disabilities. 
The relative absence of geographical accounts of the lives of intellectually disabled 
people, then, are associated with unequal research relations within an ableist geography 
(Chouinard, 1997). 
Hall and Keam' s (2001) suggestion that people with intellectual disabilities should be 
spoken for by 'experts', is extremely problematic and is indicative of research relations 
characterised by 'expert' versus 'unknowing object'. The notion that carers could speak 
for intellectually impaired people, denies the potential unequal power relations between 
the cared for and the carers, and assumes that the carers have the capacity to objectively 
represent disabled people's views, which is not the case (Beresford, 1997). 
Furthermore, this entirely ignores the issue of informed consent (see Chapter Three). 
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The study by Minkes et al. (1994) implicitly highlights the problematic nature of asking 
'carers' to interpret disabled people's opinions ofthe quality of their care. The position 
taken here is that although intellectually disabled people may have unorthodox methods 
of communication, researchers should either learn these forms of communication or at 
the least employ independent advocates, bearing in mind that these advocates interpret 
the meanings of the intellectually disabled research partner. Finally, the voices of many 
intellectually impaired people could be heard by engaging with their, frequently, more 
convoluted stories (see also Parr, 1998 regarding people with mental illness). 
2.1.5 Summary: A working definition of disability 
This thesis draws upon a reworked and embodied 'social model' of disability. It is 
argued that disability is a marginalised identity positioning, and that people with 
disabilities are unequally located within a variety of cultural and material social relations 
relative to non-disabled people. Many able-bodied people feel discomfort in the 
presence of disabled people (Morris, 1991), suggesting that disabled people are abject in 
contemporary western (British) society. Sibley's (1995a) arguments can be drawn upon 
to explain these responses, and in acknowledging that this abjection is socially and 
culturally embedded and a specific, rather than a 'natural' response to disability. This 
anxiety has previously been mapped onto the urban environment through the 
segregation of disabled people into institutions such as asylums and special schools. 
The nature and level of disabled people's segregation is undergoing a period of 
considerable change, including de-institutionalisation, the increasing 'inclusion' of 
disabled children into mainstream schools and wider access issues relating to anti-
discrimination legislation, such as the Disability Discrimination Act (HMSO, 1995). 
This dynamic period is producing new geographies, and it is essential to investigate the 
nature and experience of these emerging geographies of' desegregation' . 
If a re-constituted social mode! of disability is accepted, non-disabled people's labelling 
of people with mind-body differences as 'disabled' is central to the (re )construction and 
experience of disability. In this way, disabled people's bodies are texts, inscribed upon 
through external interpretations (Moss and Dyck, 1996) and everyday performances; 
interpreted by individuals and are given place-specific meanings. This study examines 
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how disabled (and non-disabled) children's mind-bodies are inscribed with meaning in 
specific spaces, through the analysis of practices of, and meanings attached to, 
disability. This study makes a contribution in analysing how non-disabled adults and 
children (re )construct disabled identities around mind and body differences in various 
school contexts. 
Although it is sometimes helpful to essentialise disabled identity positions (for instance, 
in considering how disabled people become a marginalised social grouping), it is 
necessary to acknowledge that identities are fractured, complex and context-specific. 
Disabled people have many identity axes (age, 'race', gender, class, sexuality, type and 
severity of impairment, etc.) and are social agents with personalities. Furthermore, it is 
not possible to isolate the pre-social 'impairment' from its social labelling as disability. 
Thus, it is imperative to consider the embodied lived experience of disabled people (and 
non-disabled people in their responses to disability). Finally, in conjunction with an 
analysis of embodied disability geographies within wider material and social forces, this 
thesis follows Parr and Butler (1999) and other authors (e.g. AIcoff, 1996) in dislocating 
the dichotomy of mind and body. This is particularly pertinent to this research with 
children with bodily and/or mental impairments. 
2.2 (Disabled) children's geographies 
This section examines and critiques geographical literature on childhood, and 
particularly disabled children. Geographies of (dis )abled children are identified as a 
nascent area of interest, and the emerging literature is reviewed. 
2.2.1 Geographies of children and childhood 
Children's geographies have been influenced by (and contribute to) similar 
epistemological debates to disability geographies. Indeed, Philo's (\991) influential 
review, which called for research on 'hidden others', was prompted by a geographical 
account of childhood. Although it can been argued that children are adult's 'other', the 
othemess of children is unique, and contrasts with the 'othemess' of disability, as all 
28 
------------------ - - -
Chapter Two 
adults were once children (Holloway and Valentine, 200 I). Furthermore, childhood is 
enmeshed in both positive and negative dominant discourses, with children being 
constructed as both angels and devils (Valentine, 1996a). In contrast, disabled people, 
in common with many 'othered' groupings (Sibley, 1995a) are arguably associated with 
more negative discourse of abject ion (see Section). 
Like disability geographies, new geographical studies of childhood have emerged 
through dialogue with wider social science, particularly 'new' sociologies of childhood. 
Revived academic interest in the thinking child (the child as a social actor, capable of 
understanding and transforming the world) as a subject of social research, has paralleled 
global political movements to foreground children as social actors. For instance, Article 
12 of the UN Convention on the Rights of the Child (1989) outlines a child's right to 
speak on issues which concern them and for their voices to be heard (see also Archard, 
1993). 
'New' social studies of childhood identify childhood as a socio-cultural construction 
mapped onto young bodies (James et al., 1998; Prout and James, 1990). Central to this 
understanding is a critique of the ubiquitous 'Child'. This category 'Child' identifies 
childhood as a universal, unproblematic, natural 'given'. In this understanding of 
childhood (termed the 'pre-sociological paradigm' by James et al., 1998: 3), childhood 
is represented as a universal stage of human development; a series of biological 
developmental stages through which children pass before becoming 'adult' (and 
therefore a complete human). In this model, children are represented as less competent 
than adults; 'becomings' rather than 'beings' (a representation also dominant within 
feminist theories, Castafieda, 2001). In this sense, children are commonly represented as 
the objects of a range of policies, from education (Wyness, 2000) to the plarming of the 
urban environment (Matthews et al., 1999; Valentine, 1996b) rather than subjective 
human beings. Childhood is represented as a stage of carefree innocence; a safe and 
unproblematic period, where children can learn the competencies required to become 
adults (Valentine, 1996a). Furthermore, if children are understood as essentially 'the 
same', all children should reach particular developmental milestones at the same age. 
This can be problematic for children who do not achieve these milestones (James et al., 
1998). 
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The ubiquitous 'Child' has been the subject of considerable critique, and within 
sociology and related disciplines, a 'paradigm shift' has arguably occurred (this is 
discussed in greater detail below). However, the 'Child' remains central to common-
sense, hegemonic discourses of 'childhood'; influential in many arenas including 
educational policy and discourse (Hill and Tidsall, 1997). Aspects of the 'Child' which 
are particularly influential in school policy are the 'immanent child' and the 'developing 
child' (James et al., 1998). The 'immanent child' represents children as a 'blank 
canvas' for adults to develop, imbued with innate 'reason' which can be developed 
through rational adult supervision/encouragement. The 'immanent child' is different 
from adults, and has specific requirements, which must be met for the child to flourish. 
The 'immanent child' was central to the development of education in developed 
capitalist economies, and continues to influence contemporary policy (Archard, 1993). 
The notion of the 'developing child' pervades a variety of contexts (Aitken, 2001), 
including the educational arena. This notion emerged from educational psychology, 
particularly the work of Jean Piaget (e.g. 1972). James et al. (I998) claim that 
educational psychology representations of the 'developing child' have colonised 
understandings of childhood. The developing child draws upon two 'common-sense' 
assumptions regarding children/childhood. First, that childhood is natural and not 
social. Second, the inevitability of the process of maturation. These two components 
combine to assume that children develop from incompetent infants, capable only of 
'figurative thought' to fully functioning adults, capable of 'operative thought', through a 
series of naturally-defined, age-related stages. This is underpinned by a positivist 
epistemology, reliant on the existence of measurable intelligence. Many' empirical' 
laboratory studies ostensibly confirmed the developmental model (Sutherland, 1992). 
However, Archard (1993) demonstrates that children can display far greater 
competencies than these experiments would suggest when provided with 'child-friendly' 
tests. 
It can be argued that the homogenising contemporary western concept of universal 
childhood (Valentine, 1996a, 1997a) is a totalising discourse that both conceals and 
suppresses 'other' (non-westernlcounter-dominant) discourses of childhood (and this is 
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evidenced in the UN policies discussed above). Moreover, the very notion of childhood 
as a carefree, happy time conflicts with the reality of the lives of many children (Stables 
and Smith, 1999; Valentine, 1997a). 
Critiques of common-sense understandings of childhood have destabilised the notion of 
historically and spatially homogenous childhoods. In a review of medieval iconography 
in France, Aries (1979) highlighted the historical specificity of childhood. He claimed 
that the concept of childhood as an ontologically distinct stage of the life-course was 
absent in Medieval times, and therefore that 'childhood' did not exist in this historical 
era (see also Valentine et al., 1998). Archard (1993) argues that Aries' (1979) research 
identified the historical specificity of understandings of childhood, rather than the 
absence of any concept of childhood per se in the Middle Ages. Nonetheless both of 
these positions critique of the notion of an unchanging (and therefore biologically-
given) childhood. Moreover, meanings of childhood are spatially as well as historically 
specific. Punch (2000) highlights how children in the 'Majority World' are generally 
expected to contribute to the family economy. This contrasts with the 'Minority World' 
vision of childhood as a stage of dependence (with all the negative consequences 
attached to dependence in western society: Irwin, 2001). 
Prout and James (1990) begin to establish a new 'paradigm' for the study of childhood. 
Here they set out the essential principles of a 'new sociology' of childhood, which 
remain influential, if refined, in their later work. Seven key principles of this new 
paradigm are established. Two of these propositions which have been particularly 
influential in the new social studies and geographies of childhood are; that childhood 
must be viewed as a social construction and that: 'children are ... active in the 
construction and determination of their own lives, [and] ... not just the passive subjects 
of social structures and processes' (prout and James, 1990: 8). Establishing children as 
competent social actors in their own right necessitates children's inclusion as 
participants within social science research, rejecting previous arguments used to exclude 
children's voices (Beresford, 1997). 
James et al. (1998) argue that 'new' social studies of childhood are nascent, and identify 
five emerging 'paradigms' of childhood: the socially developing child, the socially 
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constructed child, the tribal child, the minority group child and the social structural 
child. The final four understandings of childhood can be viewed as comprising the 
'sociological child', and have made contributions to the emerging social studies of 
childhood (lames et al., 1998: 25). All four sociological understandings of childhood 
serve to destabilise the ubiquitous 'Child', and foreground children as competent social 
actors. They vary in focus, scale and the level of autonomy accorded to children's 
cultural worlds (see Figure 2.1). 
Figure 2.1 Theoretical field for the social study of childhood 
VOLUNTARlSM 
AGENCY 
DIFFERENCE 
Tribal child Minority group child 
PARTICULARISM 
LOCAL --------------~-------------
CHANGE 
Socially constructed child Social structural child 
IDENTITY 
STRUCTURE 
DETERMINISM 
UNIVERSAUSM 
GLOBAL 
CONTINUITY 
Source: James et al. (1998: 206) 
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Two conceptualisations of childhood are identified by James et al. (1998) at the 'local' 
scale (see Figure 2.1). These are the 'socially constructed child' (James and Prout, 
1990; Jenks, 1982) and the 'tribal child' (Opie and Opie, 1969, 1977). The 'socially 
constructed child' identifies childhood as socially constructed around young bodies, 
thtOugh hermeneutic devices engaged in by adults and children. This approach 
emphasises the particularism of social constructions of childhood in time and space. 
Studies of the 'tribal child' emphasise children's agency in constructing their own 
cultural worlds. The 'tribal child' has been significant in critiquing representations of 
children as 'cultural dupes', which dominate developmental understandings of 
childhood. Many studies demonstrate ctOsS linkages between the 'socially constructed' 
and 'tribal' child, and the 'tribal child' is viewed as the politicised socially constructed 
child. However, both views of the child have limitations, and James et al. (1998) 
critique the 'tribal child' for representing children as occupying a world apart from 
adults, and the 'socially constructed child' for being disembodied. 
'The social-structural child' and the 'minority group child' are located by James et al. 
(1998) on the 'global' scale. These emphasise the stability of the category 'child' in all 
societies, although the meanings attached to childhood may vary through time and space 
(Qvortrup, 2000). The 'minority gtOUp child' is political and strategically essentialist, 
with the differences between children being under-represented in order to establish a 
'sociology for children' that emphasises children's rights (Alderson, 1995; Oakley, 
1994). Despite cross-linkages between these two approaches, they differ in their views 
of childhood competency and similarity/difference ftOm adults. The 'minority group 
child' emphasises children's similarity to adults in terms of competence, whereas the 
'social structural child' represents children as inherently different to adults, and less 
competent, although maintaining that this difference should not lead to children's 
marginalisation in societies. Evidently, these' global' views of childhood are limited by 
their inattention to differences between children (in place). This mirrors critiques of 
strategic essentialism in feminist geographies and disability studies (Crow, 1992; 
WGSG,1997). 
Holloway and Valentine (2000c) argue that James et af. (1998) accurately represent the 
current position of social studies of childhood. However, they draw upon Massey's 
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(1993,1996) 'progressive sense of place', in re-conceptualising the local and the global 
as mutually constituted and constituting. Holloway and Valentine (2000c) exemplify 
how a non-dichotomous understanding of local and global can enrich studies of 
childhood, by facilitating cross-linkages between the (local) socially constructed and 
tribal child and the (global) social structural and minority group child, facilitating a 
more complete picture of childhood. 
James et al. (1998: 38) adopt a spatial approach to childhood, and identify three key 
everyday spaces of childhood, the home, the school and the city, which are all: 
'dedicated to the control and regulation of the child's body and mind though regimes of 
discipline, learning, development, maturation and skill.' However, Holloway and 
Valentine (2000c) highlight the limitations of focusing on how these spaces are 
designed to control children, as this involves a monolithic view of culture and denies: 
'the importance of children's agency even in contexts where they have little formal 
power' (Holloway and Valentine, 2000c: 773). This is discussed in greater detail in 
relation to the school below. 
Along with considering how childhood is constructed in everyday spaces, Holloway and 
Valentine (2000b, c) examine how meanings of childhood can influence interpretations 
of place. They identify how discourses of protection and disruption surrounding 
childhood led to the increasing domestication of childhood. Valentine (1996a) reflects 
Jenks (1996) in identifying two paradoxical, yet unconflicting, dominant discourses of 
childhood. On the one hand, children are represented as 'little angels' (Apollonian 
discourses) who are in constant danger from a variety of sources (,stranger-danger', 
traffic, other children). Conversely, children are also represented as 'little devils' 
(Dionysian discourses) who threaten to disrupt civilised society. These discourses of 
childhood encourage the spatial exclusion of children from public space and the 
increasing association of children with the home, as 'little devils' will disrupt the adult 
hegemony, and 'little angels' need protecting (Valentine, 1 996a). Children in the global 
North therefore occupy more restricted or marginalised spatialities than adults (Aitken, 
1994; James et al., 1998; Sibley, 1995a). 
Many geographical studies examine children's geographies in these everyday spaces. 
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However, most of these focus upon the place where children are presented as 'out of 
place', the city (or 'street' /public places). Public spaces have been labelled 'forth space' 
(Matthews and Limb, 1999) and 'third-space' (Matthews et al., 2000) by geographers. 
Children and young people are widely understood to attach different meanings to public 
spaces and to use these spaces in contrasting ways to adults (or to how adults think 
children use public spaces) (Sibley, 1991). Public spaces are generally not designed in 
consultation with children, and children are often metaphorically and physically 
excluded from public places (Sibley, 1991). This can be viewed as reflective of the type 
of 'design apartheid' experienced by disabled people (Imrie, 1996b), and is labelled the 
'gerontocratic hegemony' of space by James et al. (1998: 38). Indeed, the 
(dis)embodied urban enviromnent is built around a male, healthy, able-bodied, young, 
adult (Imrie, 1999). It is argued that young people's contrasting, transgressive use of 
public space generates anxiety in adults (Skelton, 2000). However, children and young 
people continue to transform public places such as the street into 'their' places (Skelton, 
2000). 
This emphasis on urban public spaces reflects the focus of disability geographies. This 
reproduces the public-private dualism, which prioritises the public arena over the private 
(Laurie et al., 1999). The public-private dichotomy and social science prioritisation of 
the 'public' is one reason for the traditional absence of social studies of childhood 
(Brannen and O'Brien, 1995). Moreover, this dualism has been identified as 
contributing to the lack of studies of the home generally, and in studies of childhood in 
particular (James et al., 1998; Laurie et al., 1999; for exception see Holloway and 
Valentine, 2001). Despite this, and in line with an increase in geographical interest in 
the private space of the home (Sibley, 1995b), an increasing number of social studies of 
children focus on the everyday space of the home. These studies engage with critical 
understandings of 'homes' as unbounded sites of power contestation rather than 
existential places of belonging and safety (Christensen et al., 2000; Sibley, 1995b; 
Valentine, I 997a). Further examples include Bingham et al. (1999), Holloway et al. 
(2000a, b) Holloway and Valentine (2001) and Valentine et al. (2000), which 
investigate children's experiences of cyberspace across two (concrete) everyday places: 
the school and home. 
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Despite children's discursive association with the school, as with the home, there is a 
significant lacuna in contemporary geographical accounts of children's experience of 
school. Blackman (I 998), Fielding (2000) and Holloway et al. (2000a, b) are 
exceptions to this general silence. This gap contrasts with the attention to children's 
formal schooling in social sciences, and the well-established literature examining 
geography teaching in schools (Smith, 2002) and/or general geographical issues 
surrounding of school education (such as educational 'markets', Gibson and Asthana, 
2000). This is discussed in greater detail in Section 2.2.2 below. 
Geographies of childhood are a lively and developing area of research. However, like 
new sociologies of childhood, this represents a relatively new and under-explored area 
of interest. For instance, geographies of childhood frequently implicitly draw upon 
naturalised assumptions of age-related competencies (Christensen and James, 2000a). 
This has resulted in a concentration of studies with older children (Holloway and 
Valentine, 2000; Valentine et al., 1998) and infants, in the example of 'crib geography' 
(Aitken and Herman, 1997). This reflects a tendency in sociology identified by James et 
al. (1998: 177): 
, ... sociological research with children has largely looked in two directions -
backwards towards infancy and forwards to adolescence. Childhood's middle 
years - from four to ten years old - are comparatively little studied,' (James et 
al., 1998: 177). 
This thesis makes a contribution to addressing the relative silence of geographical 
studies of the invisible 'middle years' of childhood. 
2.2.2 Geographies of disabled children 
Geographies of disability and childhood represent lively areas of research. However, 
there is an almost total silence regarding disability in children's geographies. Despite 
this, a few geographical and social science studies exploring disabled children's 
experiences exist. The limited literature on the geographies of disabled children are 
discussed in this section, whilst social studies of disabled children in school are 
discussed in the following section. 
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Geographical studies of disability and childhood have tended to prioritise disabled 
children's experiences above the external processes of disablement. An early study by 
Aitken and Wingate (1993) included 'mobility impaired children' as one of the groups 
of children in their self-directed photographic study of children's life-worlds in Los 
Angeles. The authors found that 'mobility impaired' children emphasised social 
relationships especially those with adults, and suggested that this could relate to 
disabled children's relative dependence on adults. This group of children's accounts 
were dominated by action photos, which Aitken and Wingate attributed to a desire to be 
like other children by highlighting that disabled children can participate in sports, for 
instance as referees. Finally mobility impaired children took many photographs of the 
immediate space around the home (e.g. the back yard), which the authors argue reflects 
a more limited spatiality. This suggests that disabled children may have spatiaJities that 
are limited in relation to the constrained spheres of activity of children generally. 
Butler (1998) investigates how young vision-impaired adolescents negotiate their 
embodied experiences of youth and disability. The transitional (or liminal, Sibley, 
1995a) period of adolescence is considered to be a potentially disrupting and 
problematic stage of the life-course for all young people, which is frequently intensified 
for disabled people (Tidsall, 2001). Skelton et al. (2002) and Valentine et al. (2002) 
also examine the liminal and potentially dislocating transition from youth to adulthood 
for young people with variously marginalised identities. In further conceptualising 
multiply 'othered' identities, they investigate identity negotiations of 'dIDeaf and/or 
gay and lesbian young people. Although reluctant to essentialise the differing 
experiences of young people, Skelton et al. (2002) identified that d1Deaf young people 
frequently had smoother transitions to becoming openly gay ('coming out') than non-
deaf people. This was largely attributed to d1Deaf young people's existing 'other' 
position within the family (Skelton et al., 2002). Furthermore, Skelton et al. considered 
the politicisation of both the Deaf and LGB community, and the importance of sign 
language as an entry point to the Deaf community. 
Many of the studies discussed in this review focus upon the experience of being 
disabled, rather than explicitly teasing-out dis-ableist representations of disability. 
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However, in a contribution which examines external inscriptions upon disabled and 
young people's bodies, Stables and Smith (1999) examine the intersection between 
disability and childhood discourses in generating 'Cinderella Trap' media images of 
young carers. This contributes to critical geographies of both childhood and disability. 
For instance they question the perception of disabled people-carer relationships as 
unidirectional, though focusing on the reciprocity of relationships, and different types of 
dependency (Stables and Smith, 1999; see also French, 1993a). Furthermore, this 
further critiques the universal and universalising discourse of childhood as a carefree 
period oflife. 
A further geographical study that emphasises disabling process is Kitchin and 
Mulcahy's (1999) examination of changing school geographies of disabled children. 
Clearly, this has relevance to this current research and is discussed in the following 
section on geographies of (disabled) children's schooling. 
2.2.3 Summary: a working definition of childhood 
This thesis will draw upon notions of childhood as a socio-spatial construction. As with 
djsability, it is impossible to disentangle the biological from the social, and the 
biologically immature body can only be understood in social context. If childhood is 
established as a socio-spatial construction, it becomes necessary to attempt to 
deconstruct (or at the least be aware of) internalised common-sense notions of 
childhood. Furthermore, children's identities are complex, and children are 
differentially located on a variety of axes, including (dis)ability (which can be widened 
to include a continuum of physical and mental competencies), sex, 'race', class, and so 
on. This view is similar to that of an embodied social-constructionist view of disability 
(see also Aitken, 2002). 
From this perspective, children must be viewed as competent social actors, who actively 
(re)produce their own social worlds, and this draws upon the 'tribal child'. However, 
children's worlds are not isolated from adult cultures, or indeed, local/global (national) 
social relations. For instance, in engaging in creative social action, children will draw 
upon knowledges gained from a variety of sources. This thesis strategicallyessentialises 
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childhood, as disability, in identifYing children as the 'subject' of the research. 
Therefore, some aspects of the minority group child are adopted, especially in the 
politicisation of children as a marginalised social grouping, and in examining some of 
the structural sources of the marginalisation of, particularly disabled, children. 
However, some aspects of the socially constructed child and the tribal child are adopted, 
as the socio-spatial specificity of the construction of (disabled) childhood in school will 
be considered. Moreover, whilst children are identified as competent social actors, it is 
argued that children are different from adults, in terms how they communicate and in 
levels and types of competency. This difference in competence is not perceived as 
hierarchical, and it is argued that children have different ways of knowing different 
things to adults. This makes the consideration of children's ways of communicating 
essential to the project of constructing child-sensitive research. In engaging with a 
progressive sense of place (and space) (Massey, 1993, 1996), this research grapples with 
" 
a production of disabled childhood that is both place-specific and connected to wider 
social processes (see also Holloway and Valentine, 2000c). Therefore, a critical 
understanding of schools as porous institutional spaces is required, particularly as 
schools are one of the relatively under-explored everyday spaces around which 
children's lives are lived and identities are negotiated. This is discussed in the 
following section. 
2.3 Geographies of/in schools 
To date, the majority of studies of children's geographies have focused upon the 
everyday spaces from/within which children are marginalised, particularly public space 
(e.g. Matthews and Limb, 2000; Skelton, 2000; Valentine, 1996). However, a small 
number of geographical studies exist which tease-out how children's sexed and moral 
identities are constructed and reconstructed within the internal geographies of schools 
(Fielding, 2000; Holloway et al., 2000a, 2000b; Ploszajka, 1994). In line with other 
areas of interest within children's geographies, there has been significant cross-
fertilisation with the wider social science (e.g. Valentine and Holloway, 2000c). In 
particular, geographers have drawn upon spatially sensitive accounts emerging from the 
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social sciences (e.g. Holloway et al., 2000b). This critical review considers both of 
these two strands of the existing literature relating to children's school 'geographies'. 
1.1.1 Space, place and identity in schools 
Schools are the sites in which children are contained and institutional spaces within 
which children's identities are constructed and reconstructed. Aries (1979: 396) argues 
that schools are a kind of 'spatial quarantine' which segregate children from the adult 
world until they have developed the competencies perceived as necessary for adult life. 
Furthermore, schools are imbued with Enlightement notions of children as relatively 
incompetent, innocent and carefree (little Angels: Jenks, 1996) and childhood as a time 
for learning in preparation for adulthood (James et al., 1998). At the same time the 
paradoxical concept of children as unruly little Devils (Jenks, 1996; Valentine 1996a) is 
central to school operating as a container of children. In schools, children are 
constructed as 'less than' adults, and as 'becomings', with schools providing a 'safe' 
site for the protection of innocent children and the sites which provide the scope for the 
learning of competencies and skills in preparation for adulthood (James et al., 1998). 
However, school is a space" in which many problematic social encounters occur, 
including bullying and sexual harassment by peers (Dupper and Meyer-Adams, 2002). 
Constructions of adults and children naturalised within school education systems 
generally result in children's voices and knowledges being marginalised (James et 
al., 1998). Indeed, children are unable to formally complain about the education they 
receive (Wynnes, 2000). Despite this, the benefits of school students' participation are 
increasingly acknowledged, although the capacity for children (and adults) in schools to 
change curricula is limited by the rigid National Curriculum (Armstrong et al., 2000). 
It has been argued that schools comprise two distinct cultural 'worlds', the 'official' 
school culture and the 'unofficial' or 'informal' student culture (Dixon, 1997; Valentine, 
2000). The official culture is controlled by adults, both within the school and beyond 
(for instance in wider education policy). Dixon identifies schools as containing 'micro-
spaces', whilst Shilling (1991) labels these 'within-school spaces' 'locales'. Adults' 
(official) and children's (unofficial) cultures are frequently viewed as occupying 
40 
Chapter Two 
different, specific spaces within the school. Indeed, most studies of children's peer 
cultures have focused on the playground space (Opie and Opie, 1969), whereas in 
general explorations of adults' control over children andlor adults' cultures take place in 
the classroom (James et al., 1998). 
The micro-space of the classroom, which is viewed as dominated by adults, is the focus 
of formal and hidden curricula (Holloway et al., 2000b). The formal curriculum of the 
school has been the focus of much educational research, particularly in terms of the 
suitable pedagogic methods for individual subjects (Smith, 2002). James et al. (1998) 
outline how timetabled formal curricula form a spatial and temporal regime for 
children's and adult's days. Moreover, James et al. critique the common-sense view, 
that curricula are simply the subject matter taught in schools. Indeed, they follow 
Young (1991) in contending that: 
'[Curricula] are spatial theories of cognitive and bodily development and, as 
such, they contain world views (Young, 1971) which are never accidental and 
certainly not arbitrary' (James et al. 1998: 42). 
These 'spatial theories of cognitive and bodily development' are founded upon the 
'developing child' and the immanent child (see above). For example, the fundamental 
organisation of schools is that of age-related groupings (James et aI., 1998). This 
naturalised component of school structures demonstrates the underlying view of 
childhood as a 'developmental' stage, whereby children are expected to display fixed, 
age-related development of mental and bodily competencies (see Section 2.2.1). 
Moreover, the age-related organisation of learning activities implies a 'norm' of 
(perceived) standard child development (Walkerdine, 1984). Children who do not 
achieve these normative expectations of development are therefore made 'abnormal' or 
'special' (Hill and Tidsall, 1997). Armstrong et al. (2000) and Hill and Tidsall (1997) 
identifY the National Curriculum and successive governments' obsession with 'internal' 
school standards (Dyson, 1997) as naturalising the 'normal' developing child, and 
therefore emphasising the 'difference' of children who do not reach these age-related 
expectations. It is possible that the National Curriculum could be disabling to all 
children, as it: 
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' ... makes little reference to children's social worlds and to the influence of their 
different social cultural backgrounds to their learning' (Vlachou, 1997: 33-4). 
As Hill and Tidsall (1997) emphasise, on average approximately twenty percent of 
children in mainstream schools are categorised as having a 'SEN', thus a substantial 
minority of children do not conform to this standardised norm. Indeed, as 'SEN' does 
not always include exceptionally gifted children, this is likely to be a considerable 
under-estimate. 
James et al. (1998) analyse the hidden curricula implicit within the time-space regimes 
of the formal timetable. They adopt a Foucaultian approach to examine how, along with 
teaching formal subjects and skills (which are often instrurnentally orientated towards 
the labour market), the hidden curriculum also teaches children to become docile bodies, 
with racialised, gendered and classed identity positionings. As with other forms of 
discipline and punishment in contemporary society, the school aims to discipline the 
'soul' rather than the body (Rose, 1989), although it is through bodily displays that the 
level of regulation of the soul is gauged. For instance, Bris (1994) highlights that 
teachers make assumptions regarding children's academic performance based on their 
behaviour. However, the illegality of 'corporal punishment' mirrors the demise of 
public castigation of the body (cf. Foucualt, 1979), and forms of punishment appeal 
instead to the innate rationality of the 'immanent child'. Thus, in the school setting, 
children (often) become self-regulating, even regulating their play along appropriate 
lines (James, 1993; Valentine, 2000). 
Fielding'S (2000: 231) contribution, which sets an agenda for researching geographies of 
primary schools, identifies schools as 'hotbed(s) of moral geographies', paralleling 
James et al. 's (1998) sensitivity to the disciplining element of schooling. However, 
Fielding (2000) draws upon Elias' (1982) studies of etiquette to examine how children 
are taught societal norms and values within primary schools. Moreover, Fielding (2000) 
highlights the need to research the micro-space geographies of classrooms. He 
considers the role of teachers in constructing flexible or rigid classroom spaces in which 
children can display a lesser or greater degree of autonomy. In particular, Fielding 
discusses the use of disgust and aversion (which could be seen to mirror abjection: 
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Sibley, 1995a) to children's internalising external expectations, leading to self-
regulation. Fielding highlights the importance of hierarchies in the self-regulation of 
normative societal expectations, and contends that: 'Those who are unable to internalise 
such restraints are more likely to be excluded or marginalised' (p. 232). Fielding's 
contribution is interesting, particularly in establishing a potential agenda for geographies 
of schools. 
HoIloway and Valentine (200 1 b) critique the emphasis placed on the spatial regimes of 
control and normalisation, particularly within J ames et al. (1998). They argue that this 
contradicts the re-configuration of children as competent actors, which is a central tenet 
of the new paradigm in the 'sociology' of childhood. Indeed, Holloway et al. (2001a, b) 
provide empirical examples of how child and adult cultures can coexist, conflict andlor 
be transformed in classroom spaces. 
The centrality of both adult and child agency in the project of producing docile, 
conforming 'gendered' bodies are considered by Shilling (1991). Shilling outlines the 
importance of the spatial ordering of the school in (re )producing norms of gendered 
identities. Drawing upon Giddens' (1991) structuration theory, Shilling identifies space 
as a structure, which provides rules and resources. These: 
, ... rules and resources are both drawn upon by actors in social interaction and 
reproduced through their use in social interaction. 'Structures' then are both the 
medium and outcome of social intercourse' (Shilling, 1991: 24). 
Shilling draws upon Giddens (1984) and Pred (1990) in identifying space as a physical 
container of interactions, which is both constituted by social interactions and 
constitutive of them. Shilling (1991: 26) adopts Giddens' concept of 'locales', which 
serve to: 'enable and focus the interactions or activities in question'. He identifies the 
school and the classroom as two potential 'locales'. These locales are physical and 
metaphorical spaces: ' ... embedded with social meanings which serve to facilitate (but 
not determine) certain types of social interaction' (Shilling, 1991: 25). 
Shilling (1991) following Giddens (1984), outlines the 'regionalisation', or internal 
ordering of locales, and identifies this as potentially significant in engendering space. 
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Drawing upon empirical examples, Shilling (1991) demonstrates how the formal spaces 
and the informal spaces of schools are structured, by both adults and children, in order 
to (re)produce patriarchal gender relationships. As structures do not determine 
behaviour, the structuring of space around patriarchal gender relations helps to establish 
a norm of expected social relations. Thus girls and boys may conform to or reject these 
norms. Shilling's study emphasises the capacity of children to construct their own 
social worlds, albeit not in isolation from adult cultures. 
Dixon (1997) further identifies the embodied performances of male heterosexuality in 
(re)producing male domination over women and girls. This is interesting, as the agenda 
is widened by a consideration of the body-space of individuals in the (re )production of 
gendered and sexualised identities. This is an idea which could be drawn upon in 
examining the (re)production of (dis)abled identities, along with Shilling's (1991) ideas 
of social reproduction oflin school spaces. 
This thesis will examine how (dis )abled identities are constructed in school micro-
spaces through formal, infonnal and hidden curricula. Drawing upon concepts of 
fractured identities which are constructed and reconstructed in space (Butler, 1990; 
Moss and Dyck, 1996; Parr and Philo, 1995), this thesis will examine how: 
, .. .learning environments ... are often the spaces through which children 
become aware of, and begin reproducing social identities that circulate through 
broader social space' (Gagen, 2000a: 213). 
The focus of this study is on the geographies of schools as institutional spaces, and 
how children's identities are (re )constructed and played out in the various micro-
spaces (which are simultaneously located within the national and local scale). In 
line with Holloway et al. (2000b) schools are considered to be institutional spaces, 
'precarious accomplishments in time and space' (philo and Parr, 2000: 517). This 
statement, which problematises earlier conceptualisations of institutions (Manion 
and Flowerdew, 1982) has two key implications for the geographical study of 
schools. First, schools are 'precarious accomplishments', and the sites of social 
agency. Therefore, policies and practices will be variously interpreted, contested 
and (re)produced within (different) school spaces. However, these empowered 
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enactments do not operate solely within the scale of the school. Instead they emerge 
from and influence the operation of educational institutions at a variety of 
interconnected scales. Second, schools exist within time and space; they are the 
local spatial expression of the education institution(s); comprising a component of 
and connected to the wider institution(s). By adopting Massey's (1993) 
'progressive sense of space/place' , it is possible to emphasise that the school is not a 
bounded space, but a porous site, with connections to the locality in which it is 
situated, and beyond, at a variety of interconnected scales. This highlights that the 
local is connected to the global (Massey, 1993). Indeed, in this study it is also 
emphasised that the local is connected to the national and regional, particularly the 
geographical expressions of the education institution(s) at these spatial scales. The 
operations of the education institution at all these interconnected scales are in a 
constant state of 'becoming' (hence 'precarious'). Massey highlights that places 
have heterogeneous 'identities', containing multiple cultures, and representing a 
variety of 'senses of place' to different individuals and social groups. This 
conceptualisation can be drawn upon in the consideration of schools, which contain 
heterogeneous adult and child cultures, constructing their own meanings of 'school' 
(albeit not in isolation from each other). 
The micro-spaces that comprise the school are conceptualised as sub-local spatial 
expressions of the education institution(s); hence as 'precarious geographical 
accomplishments' (Philo and Parr, 2000: 517). This draws upon Shilling (1991) 
who identifies these spaces as 'locales'; the sites of face-to-face action, where the 
dialectic of structure and agency is played out in bodily performance (see also 
Shilling, 1999). Dixon (1997), Holloway et al., (2000a) and Shilling (1991) tease-
out how gendered identities are constructed and reconstructed through embodied 
daily practices, to socially reproduce gendered and (hetero )sexualised identities (see 
also Hyams, 2000). This reflects Gagen's (2000a, b) study of playgrounds. To date, 
geographers and social scientists in general have under-theorised how (dis)ability; 
an identity positioning which is, like gender and sexuality, often represented as 
stable, is dynamically (re )produced within and by school spaces. However disabled 
children's changing schooling is an emerging area of interest within the social 
sciences, and this is examined in the following section. 
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2.3.2 Disabled children's school geographies 
Recent national (UK) education policy has resulted in a geographical shift in the 
education of disabled children, and this reflects a shift in many Minority World nations 
(see Kitchin and Mulcahy, 1999). Increasing numbers of disabled children are now 
being educated in mainstream, rather than segregated special, schools (Education Act, 
DfEE 1993; Education Act, DfEE 1996; Disability and Special Needs in Schools Act, 
DfES 2001a; Code of Practice, DfES 2001b). This does not represent a whole-scale 
geographical relocation of disabled children, as although just over one percent of pupils 
now attend special schools, approximately 37 percent of pupils with statement of special 
needs attend special schools (DfES, 2002). This does, however, represent a significant 
change, as in the late 1980s, the majority of children with statements of SEN attended 
special schools (Wyness, 2000). 
This geographical shift in the location of many disabled children's schooling reflects 
academic critiques of special schools, which have often been couched within a civil 
rights discourse of equity and inclusion (Ainscow, 1999; Thomas, 1997). In common 
with other forms of segregation of disabled people, the development of special schools 
achieved a dual objective of containing/'other' groupings and 'therapy' aiming to 
normalise disabled children through education (cf. Gleeson, 1999; Philo, 1989). 
Furthermore, Cope land (1999) argues that special schools serve a general 
'normalisation' purpose, by demonstrating what will happen to children who do not 
conform to norms of bodily and mental performance. This role evidently reflects that of 
prisons and asylums. It is possible to argue that special schools represent an example of 
what Sibley (1995a) identifies as the use of physical space in the abjection of particular 
groups. Disabled children as abject objects are contained within segregated schools, 
separated from the rest of society, with special schools as physical and metaphorical 
'dustbins of disavowal' (Shakespeare, 1994). Special schools, like asylums may be 
represented as containers for the correction of deviant mind-bodies, and become 
discursively associated with negativity from outsiders (Parr and Philo, 1995). Like the 
asylum, special schools' internal spatiality is ordered to encourage the transformation of 
deviant mind-bodies into docile, conforming, 'useful' citizens. 
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There are two interconnecting critiques of special schools, which are interspersed with 
discourses of children as 'becoming' or 'being'. These revolve around the material 
reproduction of disabled people's disadvantage, the not unconnected cultural 
reproduction of negative representations of disabled people, and finally the poverty of 
the here-and-now experience of disabled children. Some authors claim that segregated 
special education (re)produces disabled people's marginalised position in the work-
place through denying disabled children formal academic accreditation (Alderson and 
Goodey, 1998, 1999; Barton, 1993; Hirst and Baldwin, 1994). Such links between 
segregated education and marginal employment status are exemplified by the high 
proportion of former students of special schools working in exploitative 'sheltered' 
workshops (Gleeson, 1999). It is also argued that the spatial segregation of disabled 
children into special schools has served to (re )produce dominant representations of 
disabled people as being 'different' or 'other' to non-disabled people (Morris, 1991). 
Finally, special schools deny both disabled and non-disabled children the opportunity of 
socialising together, isolates disabled children from their neighbourhood peers, and 
frequently deprives disabled children from experiencing a full and varied (formal) 
curriculum (AIderson and Goodey, 1999; Hirst and Baldwin, 1994). 
The Iocational shift of many disabled children's education has instigated academic 
interest in factors that enable andlor constrain disabled children's inclusion in 
mainstream schools (Alderson and Goodey, 1998; Booth, 1999; Lightfoot et al., 2001; 
Mousely et aI., 1998; Makherjee et aI., 2000). Researchers have sought to define 
inclusion (Ainscow, 1999; Armstrong et al., 2000; Booth and Ainscow, 2002). A 
distinction can be made between inclusion and 'integration' (Thomas, 1997). 
Integration is seen to equate to the physical re-location of specific groups of children 
(those with SEN) from special schools into mainstream school settings. This focuses on 
an individual child's ability to adapt to the school environment (Gartner and Lipsky, 
1996). By contrast, inclusion is a process of changing the entire school to facilitate the 
cultural acceptance of all types of 'difference' in schools (Ainscow, 1999; Booth and 
Ainscow, 2002). Booth (2000) argues that inclusion and exclusion are processes, and 
highlights the necessity of placing inclusion within wider social and educational 
contexts. 
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Many wider educational changes have been identified as contradictory to the impulse of 
'inclusion'. In particular the neo-liberal introduction of the market economy into 
education, in providing schools with fonnula funding (based on the number of children 
who attend) and focusing on parental choice (although this choice is more constrained 
for some parents than others) is significant. A key way in which primary schools 
compete for students and their associated funding, is through the publication of the 
results of Standard Assessment Tests (SATs). It is therefore argued that many schools 
are reluctant to include children with SEN, as these children are perceived as being less 
likely to achieve these nonnative levels (Wyness, 2000). Bangley and Woods (1998) 
argue that schools increasingly focus upon academic aspects of the school rather than 
the pastoral aspects which parents of disabled children prioritise. It is argued that this 
focus on standards: 
'Widens the gap between ability and disability by culturally overestimating 
ability. It strengthens the perception of the individual as an achiever or a 
failure, and gives a stronger emphasis to the cognitive functioning of the 
individual' (Vlachou, 1997: 34). 
Alongside the analysis of impulses which conflict with inclusion, there is continued 
debate regarding the relative benefits of 'inclusion' and special schooling (Hornby, 
1999). For instance, the education of disabled children in mainstream schools has been 
identified as a 'smokescreen' facilitating budget cuts for education (Lewis, 1995). 
Moreover, Cook et al. (2001) problematise inclusion on political grounds, as it 
. precludes establishing a community of disabled children. Whilst maintaining that 
special schools are problematic, they argue that they frequently provide sites of 
belonging. This mirrors the thoughts expressed by many fonner residents of asylums 
(Milligan, 1999). 
The need for special schools is often justified on paternalistic grounds, as these schools 
are thought to provide a safe and nurturing enviromnent, which reflects the original 
discursive justification for the development of special schools (Vlachou, 1997). 
Moreover, special schools have high staff ratios and specialised staff and facilities (Hill 
and Tidsall, 1997). However, Alderson and Goodey (1998) dispute each of these 
arguments. They point to experiences of bullying in special schools (also, Torrence, 
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2000) to expose the myth of the nurturing special school. Alderson and Goodey (1998) 
claim that high staff levels can be detrimental to children's education, generating 
situations of learned dependency and discouraging co-operative peer work. The authors 
also suggest that mainstream schools could provide specialist facilities, which would 
benefit all children, although this does not consider how the built environment becomes 
'second nature' (Harvey, 1985). 
Past rounds of investment have led to the concentration of specialist facilities into 
special schools. In this situation, although the built environment is dynamic, it is 
potentially more economically efficient to maintain existing facilities than to create new, 
dispersed, facilities (and economic efficiency is at the heart of national policy: e.g. 
DfES, 2001a). Moreover, the continued existence of a 'special needs' institution ('a 
spidery network of dispersed intentions, knowledges, resources and powers', Philo and 
Parr, 2000: 514) influences the configurations of 'inclusive' education. Indeed, 
Mousely et al. (1998) have identified a tension between special educators' specific 
'expertise' and inclusion. This mirrors a continuing tension between the 'individual' 
(with special needs) and the 'generalisation' of inclusion (Dyson, 2001). 
Disabled children's voices are noticeably silent within these debates about the merits 
and possibilities of inclusion. It has already been established that children's knowledges 
and experiences are side lined in schools and this is frequently reproduced in social 
science research (Beresford, 1997). Moreover, Shakespeare and Watson (1998) argue 
that disabled children's voices are especially marginalised, as discourses of disability 
and childhood combine to devalue disabled children's lives and voices. Cook et al. 
(2001) claim that the absence of children's choice and voices in the process of 
'inclusion' (which frequently involves children moving from one school to another with 
out their opinions being sought) is oppressive. They argue that for inclusion to be 
emancipatory, children's views must be taken into account. 
In addition to the absence of children's voices, the majority of studies of inclusion have 
failed to consider the discursive representations of disability in special and mainstream 
schools and children's experiences/negotiations. An exception to this is Davis and 
Watson (2001), which stresses the everyday practices within schools that perPetuate 
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disabling difference and exclusion within the context of mainstream schools. Davis and 
Watson attempt to address the abstract nature of much research on 'inclusion' that has 
failed to examine either disabling everyday practices or children's experiences. They 
argue that it is necessary to consider adults' and children's agency in responding to 
national government policy, particularly as many adults draw upon medical model 
understandings of disability. Moreover, they identify the SEN process as continuing to 
disable impaired children through negative labelling of' difference' , whilst contradictory 
policies can lead to within-school segregation of disabled children. In sum, they claim 
that: 
'We illustrate that disabled children encounter discriminatory notions of 
'normality' and 'difference' in both 'special' and 'mainstream' schools, and that 
these experiences relate not simply to the structural forces that impinge on 
schools and teachers, but also to the everyday individual and cultural practices 
of adults and children. Furthermore, we present data which presents disabled 
children as critical social actors' (Davis and Watson, 2001: 673). 
Priestley (1999) and Priestley et al. (2000) also examine some of these everyday 
practices within special and mainstream schools. It is argued that children are 'othered' 
by teachers' practices, which are generally well intended. For instance, disabled 
children were frequently exempt from rules. Disabled children are not mere cultural 
dupes, and responses varied from contestation to disabled children strategically drawing 
upon their disabled identity for their own purposes. Many disabled children had 
individual 'helpers' in the classroom (see also Shaw, 1998), and this was frequently 
constructed negatively by individual disabled children and their peers. Finally, disabled 
children generally prioritised their sameness to non-disabled children, and aspects of 
identities other than disability when discussing both themselves and their friends 
(priestley, 1999). 
Cultural representations of disabled children (along with material relations) underscore 
and influence disabled children's experiences of school. Shakespeare and Watson 
(1998) argue that dominant discourses of childhood and disability combine to construct 
disabled children as even less of a subject even than children more generally. Non-
disabled childhoods are seen as a period of preparation for full adult participation (and a 
time to acquire the skills and competencies to compete in the labour market and so on). 
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In contrast, disabled people are often perceived as not requiring this preparation, as their 
lives will be one of dependence, indeed: 
'A disabled child is viewed as less than a full citizen, as dependent: in fact, as 
occupying a permanent childlike status. The preparation of a disabled child for 
full adulthood is therefore overwritten by their preparation for life as a 
permanent child. As such a disabled child is likely to experience neither a 
normal childhood, nor adolescence and is conditioned into an adult life of 
dependency' (Middleton, 1996: 53). 
Shakespeare and Watson (1998: 21) claim that disabled children are represented as: 
'pathetic, in-valid, dependent and incapable'. These negative discourses of childhood 
combine to encourage the eradication of disabled children from society through genetics 
(Shakespeare, 1995) or to orthopaedics, which is Greek for 'child correction' 
(Shakespeare and Watson, 1998). The social construction of disabled children as 
dependent 'invalid[ s]', and disabled adults as asexual, is identified as a factor in the 
prevalence of abuse of disabled children (Calderbank, 2000; Morris, 1991; Shakespeare 
and Watson, 1998). 
Such studies of disabled children's experiences of school do much to emphasise the 
everyday lived realities of disabled children's lives. However, it is argued that a more 
spatially sensitive approach has the potential to further develop understandings of 
disabled children's post-segregation school experiences. This study thus investigates 
the difference that place makes to geographies of inclusion and disability. The above 
studies do not explicitly tease out the differences between schools along with their 
similarities. The precise location of a school within time and space, along with the 
choices made by powerful actors within schools may influence interpretations of 
inclusive policy and/or discourses of disability. In addition, disabled children's 
identities are constructed through and within space, and the internal spatial organisation 
of schools could be significant in constructing children as 'disabled' or 'able'. Thus an 
account that is sensitive to the internal geography of schools would produce a more 
nuanced account of children's everyday lived experience. This study is also sensitive to 
the micro-spaces within schools. These micro-spaces are imbued with heterogeneous 
meanings and contain multiple, potentially conflicting cultures. They are sites of 
creative social action and unique moments in time and space, counected to the wider 
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space of the school and beyond. The specific practices of disability and ability within 
these micro-spaces will be unique, although not unconnected to the macro-scale 
processes of 'inclusion' and general educational policy. Finally, if a reconfigured social 
model of disability is adopted, the label and meaning of disability is a function of the 
non-disabled gaze along with the impaired mind-body. Thus, in this project, non-
disabled children's voices are prioritised along with those of disabled children. 
Considering both disabled and non-disabled children's voices is innovative in relation to 
the wider literature, which has tended to focus exclusively on disabled people's 
experiences (e.g. Davis and Watson, 2001; Moss, 1999). Fewer studies have outlined 
non-disabled people's involvement in the reproduction of disablement (Hall and Imrie, 
1999) or views of disability (Lewis, 1995). This present study, by considering the 
experiences of those children diagnosed as 'disabled' and those without such a label, 
can investigate non-disabled children's role in the (re)production or contestation of 
disablement. This reflects feminists' increasing interest in the role of masculinities in 
reproducing sexed identities (Valentine, 1999a). Moreover, this facilitates the treatment 
of disability-ability as a continuum of mind and body capacity rather than a dualism. 
2.4 Conclusion - an agenda for researching (dis)ability in school 
micro-spaces 
This chapter has sought to outline the theoretical and conceptual framework of this 
thesis, within which the empirical research, analysis and findings will be couched. With 
this in mind, a comprehensive review of existing (geographical) literature on the 
disabled children's school experiences has been undertaken. 
Without doubt, it can be argued that disabled people's and children's geographies 
signifY vibrant and theoretically-rich areas of interest. To date geographies of disabled 
children remain relatively under-explored, whilst the limited studies of the changing 
geography of disabled children's education remain relatively a-spatial. This thesis will 
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contribute to and extend three key strands of the literature: geographies of disability, 
children's geographies and geographies of (dis)abled children's schooling. 
This research will deepen understandings within the adult-centric nature of disability 
geographies. Examining the social and cultural processes of disabling childhood in 
schools will contribute to critiques of dominant discourses of a disabled identity as 
fixed, natural and centred upon a disabledlabled dichotomy, by empirically 
demonstrating how (dis )ability is a leamed, unstable and dynamically performed identity 
positioning. Focusing on children with a variety of mind and body differences, 
including physical, mental and emotional will serve to take embodied reflection of 
disability forward. In addition to addressing the largely overlooked geographies of 
people with learning disability, this will serve to incorporate the emotional into 
embodied accounts of disability, emphasising the interconnectedness between these 
aspects of the (disabled) body. This can also contribute to a more general agenda of 
destabilising the mind-body dichotomy. 
This study also aims to contribute to the agenda of problematising common-sense 
notions of childhood as an unproblematic, universal, staged developmental process, and 
children as 'innocent', 'carefree' and 'less than' adults. This is achieved through an 
examination of the experiences children who fall outside of, and within, paths to 
'normal' development. Furthermore, it is argued that representations of the normally-
developing child are unstable, contested, and spatially specific. 
Finally, this thesis aims to contribute to the burgeoning literature focusing on the 
inclusion of disabled children in mainstream schools. A geographical approach will 
facilitate an examination of how and why (dis )abled children's identities are made and 
remade in specific schools (micro) institutional spaces, and how this is connected to 
wider national and regional impulses. This study will also emphasise the importance of 
schools as the sites of creative social action variously located within time and space to 
their interpretations and representations of 'inclusion' and 'disability'. This will provide 
a significant move forward for current theorisations of (inclusive) schools, and disabled 
children's schooling, which, to date, have under-emphasised the specificity of individual 
school and within-school spaces. 
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These three key contributions to the existing literature will be achieved via an 
investigation of the main aims and research questions. These were illuminated in the 
previous chapter, although to recapitulate, the main aim of this thesis is to examine how 
disability is discursively (re )constructed through the everyday geographies of adults and 
children in two physically inclusive primary schools. To address this aim this thesis will 
be framed by three key research questions. First, this thesis examines how social actors 
in specific school settings interpret national government policy regarding 'inclusive' 
education. Second, the ways in which children's identities are (dis )abled through and 
within internal school geographies are investigated. Third, the research explores how 
and why micro-spaces within the school are specific moments within time and space, 
within which children are or are not differentially (dis )abled. The following chapter 
identifies the methods utilised to address these key research questions. 
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This chapter focuses on the methods employed to examine how, why and where 
(dis )ability is performed in primary schools and school micro-spaces. More specifically 
this chapter illuminates the interconnections between epistemological standpoints, 
methodologies and methods. The main aim of the discussion is to outline the rationale 
for selecting particular methods, highlighting their limitations and how these were 
addressed. 
The following discussion is divided into six sections. Section 3.1 focuses on the 
epistemologies l and methodologies2 drawn upon in this study. In section 3.2 the 
rationale for selecting the case-study LEA and schools is considered. Section 3.3 
outlines the multi-method approach, and each research method (participant observation, 
semi-structured interviews with adults and children, and the semi-projective technique) 
is discussed in detail. In Section 3.4, the ethics of undertaking qualitative research with 
children are debated. Section 3.5 focuses on positionality, reflectivity and knowledge, 
with Section 3.6 providing a brief conclusion. 
3.1 Epistemology and methodologies 
This section provides a brief exploration of the interconnections between epistemology 
and methodologies drawn upon in this thesis. 
I Philosophical backgrounds for deciding what kinds ofknowledge(s) are possible and legitimate (WGSG 
1997) 
2 Theory and practice of research production (Eyles, 1993) 
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3.1.1 Epistemology 
I do not adhere to a single school of thought within social science/geography. However, 
I dispute the ability of objective social scientists, to provide an unbiased account of the 
'Truth' about the (social), world. This epistemological standpoint is informed by 
sustained critiques of positivism, deriving from poststructuralistlpost-modemist (e.g. 
Butler, 1990; Foucault, 1980; Gregory, 1994; Sibley, 1995a) and/or feminist positions 
(e.g. Laurie et al., 1999; Rose, 1995; WGSG, 1997). The thesis draws upon critiques 
levelled at positivism, which have undermined positivist claims to a universal Truth, by 
emphasising how such claims are situated within a hegemonic ethnocentric, masculinist, 
ableist, adult-centric, hetero-normative narrative. Drawing upon feminist and 
postmodemist critiques, I would argue that the myth of objectivity is a totalising 
discourse, which conceals knowledges 'other' than that (disembodied) Knowledge 
gained from 'scientific' studies by those who claim to be capable of acquiring a 
removed gaze of 'others' (Harraway, 1988). By dislocating the subjectivity of research 
'subjects', and denying researchers' subject positions, positivism mirrors and reinforces 
unequal power relations between 'the same' and 'others' in society (Oliver, 1992). 
Young (1991) identifies 'objective' social science as imperialist, as it denies 'other' 
cultures, histories and knowledges. This imperialism does not necessarily involve the 
conquering of distant lands; it always, however, subdues and appropriates 'other' voices 
and cultures, including those of disabled people (Chouinard, 1997; Imrie, 1996c). 
Positivist epistemologies tend to draw an artificial dichotomy between 'detached' social 
scientists and the 'objects' of social science research, by representing some groups as 
'emerged in the body', too close or too feeling to produce valid Knowledge. Many 
'other' groups have been totally excluded as research subjects from the social sciences 
(Philo, 1991). In contrast, disabled people (Shakespeare, 1994) have frequently been 
objectified by their bodies, and consequently constructed as 'objects' of scientific 
knowledge, incapable of achieving that detached universal subjectivity (or mind) 
required to produce (or participate as equal partners in) objective social science. 
Children have also been defined by their immature bodies as not-yet-subjects, incapable 
of constructing Knowledge (Alderson, 2000). These unequal research relations 
reproduce and re-enforce the marginalized position of disabled people (Gleeson, 1997; 
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Hunt, 1966; Imrie, 1996c), women (Rose, 1996) and children (Beresford, 1997) in 
society. 
As such an 'othered' group, disabled people have argued that 'objective' social science 
inaccurately represents their experiences (Abberley, 1992; Hunt, 1966). Researchers 
examining 'new' social studies of childhood have also contended that 'objective' 
research has an impoverished, adult-centric view of childhood, which fails to take 
account of children's own experiences (e.g. Christensen and James, 2000b). In light of 
these critiques, it is beginning to emerge that disabled children occupy multiply 
marginalized positions, both within society and academic research (Beresford, 1997; 
Davis et al., 1998; Davis and Watson, 2001; Priestley, 1998b; Shakespeare and Watson, 
1998). 
Related to this critique of the exclusions inherent within 'positivist' social science, post-
structuralists/feminists have highlighted the persistence of (binary) categories of 'Self 
and 'Other' in Modern western thought. Gregory (1994) argues that the imperative to 
categorise is central to Western post-Enlightenment scientific reasoning. Dichotomies 
underpin our way of understanding the world, in that we verify our' self, not by 'who 
we are' but by 'what we are not' (Sibley, 1995a). While some academics have argued 
that, in response to this 'sameness' and 'otherness', it is necessary and sufficient to 
illuminate the experiences of 'Other' groups (Philo, 1991), many academics have 
contended that researchers must deconstruct their own dichotomous thinking, to find 
shared experiences, spaces 'between' the research partners (Katz, 1994). 
Deconstructing these binary divisions (e.g. child/adult, disabled/non-disabled) is 
essential, as they are inherently hierarchical. For instance, adult and non-disabled are 
more 'same', imbued with relative powerfulness to child and disabled. The terms 
'disabled' and 'child' are used here, due to the limitations of language. Although this 
thesis identifies some shared experiences of 'disabled' children in schools, attempts are 
made to disrupt the hierarchical dichotomies of 'disabled' Inon-disabled and 
'child'/adult. Disruption of these hierarchies is a necessary component of enabling 
research practice, which is discussed in the following section. 
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3.1.2 Methodologies 
This section considers how theories regarding the nature of knowledge and the practice 
of research production are connected through methodology. A brief discussion of the 
relative merits of qualitative and quantitative techniques is followed by an examination 
of, what I will label 'enabling research practice' (the term 'research practice' is utilised 
in WGSG, 1997). This investigation draws upon the existing literature within critical 
disability studies and 'new' geographies/social studies of childhood. Subsequently, the 
practical ways that this research can be an example of enabling research practice are 
critically assessed. 
In this thesis, the view is taken that methodology and epistemology are connected 
through enabling 'research practice' drawing upon the terminology in WGSG (1997). 
In this sense, both qualitative and quantitative methods are considered to produce valid 
knowledge, depending upon how they are used. As many dichotomies have been 
problematised, geographers have destabilised the qualitative/quantitative dualism, 
identifying the level of quantification-qualification as different points along a 
continuum (Byles, 1988). Establishing a dualism between qualitative/quantitative 
methodologies perpetuates modernist dialectical opposition and denies the emancipatory 
(or damaging) potential of both methodologies, which are open to critical interpretations 
(Kitchin and Hubbard, 1999; McLafferty, 1995). Therefore, quantitative methods do 
not necessitate a positivist epistemology (philo et al., 1998). Finally, both 
methodologies can be problematic through the appropriation of voices, or only listening 
to the loudest voices (McDowell, 1998). Both types of methodology are, therefore, 
potential tools for critical social science research, dependent upon the openness of the 
research process (Burton, 2001). This thesis uses a multi-method, qualitative approach, 
demonstrating a pragmatic rational, as these were considered to be the best research 
tools to address the aims. However, my critical epistemology was connected to the 
methodology through a consideration of enabling research practice, which was at the 
heart of the research process. It is to enabling research practice that attention is now 
turned. 
Critical methods have also been associated with the notion of emancipatory (or action) 
research (e.g. Aitken and Wingate, 1994; Kitchin, 1999, 2000; Kitchin and Hubbard, 
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1999). Emancipatory research promotes empowering research relations to affect 
positive change for marginalised people's lives. However, this is evidently not a 
straightforward process, and debate continues as to what emancipatory research is. In 
order to consider what enabling research is, and how it could be practiced within this 
research, it is necessary to attempt to unravel some of the complexities of these ongoing 
debates, and to consider my positionality within them. 
Although many critical social scientists accept the desirability of emancipatory research 
practice (Barnes, 1996; Barnes and Mercer, 1997; Kitchin, 1999; Oliver, 1990; Smith, 
1995a, b), there are a variety of points of departure surrounding how 'emancipation' can 
be achieved through the messy reality of social research. Despite this lack of consensus, 
some shared ground exists. For instance an undisputed, key concept underpinning the 
notion of emancipatory research is that of political commitment to a 'cause', such as to 
emancipate disabled people (Stone and Priestley, 1996). In line with this political 
affiliation is the commitment to undertaking research that will promote positive change 
for (in this case) disabled people's/Children's lives. A consensus also exists that 
research partners' experiences should not be appropriated and that research participants 
should be protected from harm through the research process. However, to whom one 
should be politically answerable, along with whether emancipatory research is a 
methodology or research practice, remain contested points. Indeed, whether research 
should even attempt to be emancipatory has also been brought into question. A brief 
exploration of some key positions taken on this issue is undertaken here, to examine 
how these arguments can inform a notion of enabling research practice. 
Many researchers within the field of critical disability studies believe that researchers 
should be answerable to the 'disability community' (read disabled people's movement: 
Shakespeare, 1996), by engaging with and furthering the political ideals of the 
'disability community' through research (Bames, 2001; Stone and Priestley, 1996; 
Ward, 1997). Working for the disabled people's movement in this way, it is argued 
necessitates an adoption of the 'fundamental principles of disability' and, hence, the 
social model of disability (see UPIAS, 1976). At the same time, these commentators 
argue that emancipatory research should prioritise the voices and experiences of 
disabled people regarding their own lives. 
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Shakespeare (1996) critiques the arguments forwarded above on a variety of grounds. 
He contents that research being answerable to 'the disability community' is problematic 
in two key ways. First, he suggests that researchers should be answerable to their 
participants rather than to a 'disability community'. Second, Shakespeare fears that a 
new orthodoxy is being established, which appropriates disabled people's experiences 
in interpreting them through social models. This sets researchers up as experts, who 
already know that disabled people's experiences are attributable to a disableist society. 
Establishing researchers as 'experts' could be seen to reproduce the unequal social 
relations of research. The reduction of disabled people's experiences to an a-priori 
conceptualisation; the social model, of course conflicts with the stated aim of allowing 
people to define their experiences on their own terms. I agree with Shakespeare's 
concerns, although I also consider it imperative to consider the exclusions and 
inclusions within the disabled people's movement. Although I am sympathetic to the 
disabled people's movement, it was argued in Chapter Two that this movement (and the 
associated social model) may under represent the diverse experiences of disabled 
people. The 'disability community' is heterogeneous; both in terms of mind-body 
characteristics/or other 'axes of power relations' (to adopt Butler's, 1990 term). Thus, 
drawing upon the social model to explain disabled people's experiences could result in 
misrepresenting research partners' experiences by using a theoretical tool that is 
irrelevant (or of limited relevance to) their experiences. 
Further debate continues regarding the praxis of emancipatory research, and this 
implicitly depends upon whether emancipatory research is a methodology or a research 
practice (although this debate has not been couched in these terms). Despite the 
ongoing debates regarding the distinction between/relative merits of, qualitative and 
quantitative methodologies, discussed above, there is a continued tendency to associate 
critical epistemologies with qualitative methodologies, particularly within critical social 
studies of disability (e.g. Abberley, 1992; Beresford, 1997). This is due to some 
researchers treating quantitative methods as synonymous with (the critiques of) 
positivist epistemology. Beresford (1997), Prout and James (1990) and Stone and 
Priestley (1996) argue that qualitative methods allow researchers to 'give voice' to 
research partners, enabling research participants to define their own reality. A related 
trend is to treat emancipatory research as equivalent to 'participatory research' 
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methodologies. Participatory techniques are generally qualitative methods developed to 
include the experiences of people through engaging with alternative forms of 
communication. These forms of communication are more in line with the life worlds or 
communication norms of some groups of people, including children (O'Kane, 2000) 
and some disabled people (Beresford, 1997; March, 1992). However, Oliver, (1997) 
contends that emancipatory research has become defined as participatory research 
techniques. He claims this is problematic, as it precludes an examination of the power 
relations of research (between partners, and the wider location of research in 
society/power). In addition, Hall and Kearns (2001) argue that participatory techniques 
exclude' groups who cannot participate, such as people with 'intellectual impairments', 
although Shaw (1998) contends that participatory techniques were developed in order to 
include people with 'intellectual impairments' into social science research, a point that 
undermines Hall and Kearns' argument. 
Although he does not use the term 'research practice', Barnes (2001) implicitly suggests 
that emancipatory research is a research practice rather than a methodology, by de-
coupling emancipatory research from qualitative methods, and suggesting that 
emancipatory research is a 'process'. This position is more in line with current thinking 
within geography, (Kitchin and Hubbard, 1999) and the approach taken in this thesis. 
However, a key question remains unanswered, whether 'enabling research practice' 
should aim to promote positive change for research participants. 
As outlined above, many academics believe that research should aim to emancipate 
(disabled) people. Although the idea of emancipatory research is appealing, this notion 
is problematic, in two key ways. First, it is necessary to question whether all research 
should seek to be emancipatory, and second, as emancipation involves strategically 
essentialised grouping gaining access to legal representation within the terms of a 
Modem, enlightened society (Butler, 1990); questions arise concerning the inclusions 
and exclusions into this political grouping (see also WGSG, 1997). In relation to the 
first point, Shakespeare (1996) questions the validity of assertions that all research 
should be emancipatory, emphasising that social studies need not always directly 
contribute to a project of positive change. Indeed, to impose such criteria onto social 
science research would reduce the vibrancy and diversity of social science. Again, I 
agree with Shakespeare on this point, although I would caution that in circumstances 
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where research could contribute to positive change, efforts should be made to 
disseminate findings to groups who could enact that change (although once 
disseminated the author obviously has no control over how their research is interpreted). 
The second problematic issue in relation to emancipatory research surrounds who is 
included and excluded from the strategically essentialised group that seek emancipation. 
Oliver (1997) argues that emancipatory research should only involve those people who 
are attempting to emancipate themselves. This is a troubling contention for people 
without the social 'claims' to do this (Irwin, 2001), or the ability to represent themselves 
in ways prioritised by society. This issue also relates to the nature of the disabled 
people's movement, as discussed above. 
In the case of this research, it is necessary to question whether the research should 
promote positive change, and if so, should this involve the children and/or adults within 
the study (and what happens if the interests of one group conflict with those of 
another?), or the wider 'disability community'? In this thesis, enabling research 
practice is understood to involve three key attributes. First, promoting 'empowering' 
research relations, to ensure research partners voices are not appropriated and that 
research partners are not harmed through the research process. Second, attempting to 
promote positive change for the lives of the research partners, particularly children, by 
providing feedback to the case-study schools. Third, making research findings available 
to the 'disability community', in order to: 
'contribute to a climate in which change becomes possible and offer theoretical 
support to practical debates' (Shakespeare, 1996: 119). 
Instead of establishing the researcher as an objective 'expert', and the researched as the 
'objects' of study, empowering research relations involve equal research partners 
engaging in inter-subjective exchange. The researcher goes as a 'supplicant' (England, 
1994) to the researched in order to build alliances to learn the knowledge that research 
'partners' have on their own lives. At the same time, empowering research relations 
necessitate an acknowledgement on the part of the 'supplicant' of her or his own 
embodied subjectivity. The tenn empowering research relations would appear to 
suggest that the researcher holds all the power, which she can 'give' to the research 
participants. This is evidently not the case, although the shifting power relations 
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between the researcher/researched (see also Parr, 1998; Pile, 1991) must be critically 
considered. Explicit examples of these negotiations are provided throughout Section 
3.3. 
Attempting to understand children's worlds, particularly through participant 
observation; a period in which I could begin to learn children's ways of knowing and 
communicating (Christens en and James, 2000a; Prout and James, 1990) contributed to 
representing children's voices accurately and facilitated 'empowering' research 
relations in interviews (see Section 3.3.5). Interviews with adults and children were 
flexible, allowing partners some influence over the agenda, hence ensuring that research 
partners had scope to discuss the issues (related to the research questions) of most 
concern to themselves (Morris, 1996). Ethical and methodological considerations are 
interlinked, and ethical research is likely to be good research, giving an accurate 
representation of participants' voices (e.g. Beresford, 1997). Christensen and James 
(2000 a, b) and Barnes (2001) argue that conducting child-friendly and/or emancipatory 
research is a learning process, wherein researchers must gradually release themselves 
from the scientific ways in which they have been trained to research. As such, this 
thesis was a learning process, as discussed in Sections 3.3 and 3.5 
Due to the nature of this research, the findings could potentially contribute to an agenda 
for positive change for participants' lives (particularly the lives of (disabled) children). 
The thesis involved in-depth research in two schools (details of which are provided 
below), which relied upon considerable investments in time from participants. Adults 
were interviewed, who generously donated their time from their busy days. I also 
pulled (consenting) children from lessons to talk to them and carried out participant 
observation in a variety of school micro-spaces. Although I emphasised that I was not 
interested in the quality of teaching (nor do I consider myself qualified to judge), my 
presence in lessons was, initially, an extra burden on teachers (and children), 
particularly as I am a qualified teacher. I therefore wanted to give 'something back' to 
adults and children. In order to achieve this, both schools will be provided with a 
summary report of the key findings relative to that school. Providing the schools with a 
copy of the thesis would conflict with the obligation to maintain anonymity and 
confidentiality. These findings may contribute to an agenda for change, although this 
depends on the responses of powerful school actors. Finally, I attempted to 'give back' 
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in smaller ways, by helping in classes and at special events such as the school fete. 
Adults and children in the schools generally responded positively to such help. 
Along with disseminating the findings to the schools, presenting them in this thesis, and 
to academic audiences, I will also make my findings available to the 'disability 
community'. This will be done by, making publications available through the 
'Disability Studies' website, run by the University of Leeds, wherever possible. I will 
also discuss the possibility of making this information available in formats that are 
accessible to people with a variety of disabilities. It is possible that this could contribute 
to an agenda for change within the disability movement, although to date advocates of 
the original social model have been unresponsive to feministlpostmodernist critiques 
(Finkelstein, 2001; Oliver, 1996) 
The following section identifies the where and how of the research process, by 
introducing the case-study schools, and examining the specific methods used to address 
the research questions. 
3.2 Methods 
The following discussion focuses on the methods utilised within the thesis, and is 
divided into five sections: Section 3.2.1 discusses the selection, and provides a 
description, of the case-study LEA and schools. Section 3.2.2 illuminates the rationale 
for using a multi -method, qualitative approach. The remaining sections detail the 
research 'tools' used within the case-study schools: participant observation (Section 
3.2.2), semi-structured interviews with adults (Section 3.2.3), and the semi-projective 
technique and semi-structured interviews with children (Section 3.2.4), respectively. 
3.2.1 The selection o/the case-study LEA and schools 
A case-study approach was adopted to provide in-depth analyses of practices within 
primary schools. This approach, drawing upon ethnographic and qualitative techniques 
provides 'rich' qualitative data, facilitating an understanding of everyday (dis)abling 
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practices in school (micro)-spaces, albeit through the partial gazes of the 
researcher/participants. Moreover, ethnographical research has been identified as the 
most suitable research method for illuminating children's voices (Corsaro and Milinari, 
2000) and the experiences of people with learning disabilities (Hall and Kearns, 2001). 
The case-study LEA 
Two case-study schools were selected within one LEA, as LEAs are potential mediators 
of national policy (Ainscow et al., 1999). The selected LEA is not named in this thesis, 
as people with a knowledge of the LEA could recognise the schools, and therefore some 
individuals, through the schools' characteristics. The LEA was a metropolitan LEA, 
which was identified as a: 'microcosm of the UK as a whole' (Office for Standards in 
Education (Ofsted), 1998), in terms of the socio-economic and ethnic backgrounds of its 
pupils. This LEA was selected as it contained 'physically inclusive' mainstream 
primary schools (with a relatively high proportion of disabled children), and was 
relatively physically inclusive in national terms. A combination of qualitative and 
quantitative techniques was used to find a LEA with these characteristics, which was 
therefore suitable for this study. 
Existing contacts with a knowledge of the LEA suggested that this LEA was relatively 
pro-inclusion, with a variety of initiatives to promote inclusion. A snowballing strategy 
was then used, which identified key LEA actors with whom to conduct semi-structured 
interviews in order to explore the LEA's approach to inclusion. LEA literature was also 
reviewed. I also attempted to identify potential interviewees through the official 
literature and the LEA's website, with considerably less success. The LEA had various 
strategies for promoting 'inclusion'. For instance, the LEA had an inclusion project, 
which disseminated 'best practice', and promoted inclusion within mainstream schools. 
Impairment-specific, special resource mainstream schools had been established. These 
mainstream schools had a relatively high proportion of disabled children, with specific 
impairments, along with the facilities to 'meet' the 'needs' of these children. The 
schools were, consequently, 'physically inclusive', although they contained children 
with a narrow range of impairments. The LEA, with its many initiatives to promote 
inclusion, was an ideal place to conduct this research. 
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It was then necessary to examine the relative (physical) inclusiveness of the LEA within 
the national context. In addition to interviewee's suggestions that the study LEA was 
relatively inclusive in national terms, quantitative techniques were used as a guide to 
situate the LEA nationally. Information was gained from the DfEE regarding the 
numbers of children in different types of schools, by LEA (DfEE, 2000). These figures 
were manipulated in excel in order to determine the proportion of all children, and 
children with 'statements' of SEN emolled in special schools for each LEA (see 
Appendix 3.1-3.2). The percentage of children with 'statements' attending special 
schools was also calculated, as interviewees suggested that some LEAs placed most 
children with 'statements' in special schools. The proportion of children in special 
schools was used as a guide to the level of physical 'inclusiveness' of LEAs. LEAs 
were ranked from the LEA with the smallest to the highest percentage of children 
attending special schools. To retain the anonymity of the case-study LEA, all LEAs 
have been given a number. Appendix 3.1 presents the ranking of LEAs by all children 
attending special schools. Appendix 3.2 displays the ranking of LEAs' by percentage of 
children with statements emolled in special schools. 
The case-study LEA has a high ranking, within the upper quartile, in terms this proxy 
for physical inclusiveness (Appendix 3.1 and 3.2). The LEA is ranked 2ih lowest out 
of 150 LEAs for the percentage of all pupils in special schools, and 19th for the 
percentage of pupils with statements in special schools. Using this measure, the LEA 
appears relatively physically inclusive in national terms. However, statistical 
information must be considered in terms of its situatedness. This is particularly 
pertinent in this instance as, despite standardised procedures (e.g. DfES, 200Ib), 
identification of children with SENs contains SUbjectivity. Despite this issue, the 
combination of qualitative and quantitative analysis highlighted that this LEA was 
suitable for the purposes of this thesis, particularly due to the presence of physically 
inclusive mainstream schools in which in-depth qualitative research could be conducted. 
The following section provides introductory information regarding the two case-study 
schools. 
66 
Chapter Three 
The case-study schools 
The two case-study schools were selected as they had a relatively high proportion of 
pupils with 'SENs' and/or children with specific impairments, on roll. 'Rose Hill,3 was 
designated a special resource school for children with physical disabilities, within the 
LEA's 'inclusion' strategy (see above). 'Church Street' was isolated from the impulses 
towards inclusion, materially and culturally. There were many other differences and 
similarities between the two schools, which made them interesting, partially contrasting 
case-studies, which are now explored further. 
Rose Hill was selected as a case-study school through an examination of LEA literature 
and discussions with LEA actors. The school was selected as it had a high proportion of 
disabled children4• Five percent of pupils at Rose Hill had statements of SEN, 
compared to a national average of 1.7 percent, and an LEA average of 2.1 percent 
(DfES,2001d). As a special resource school for physically disabled children, Rose Hill 
was within the Local Education Authority (LEA)'s approach to 'inclusion's. At the 
time of the study, eight children with physical disabilities attended the school (Ofsted, 
2001a; Ms. Jones 6) 
Rose Hill, with 277 pupils, was a large primary school (Ofsted, 200Ia). The school had 
a mixed intake of pupils in terms of ethnic origin and socio-economic background 
(Ofsted, 2001a). It was a 'resource school' for physically disabled children; and was 
generally well-resourced (see plates 3.1 and 3.2) 
3 The two schools were given pseudonyms to preserve the anonymity and confidentiality of the 
rarticipants. 
Children with 'SENs' was used as a guide to the proportion of disabled children in the schools. 
However, qualitative research within the LEA had suggested that Rose Hill had a high proportion of 
children with specific impairments. 
5 Based around impairment specific 'resource schools' and partnerships between special and mainstream 
schools. 
6 All names used are pseudonyms, to preserve the anonymity of research partners. See Appendix 3.3 for 
adult pseudonyms. 
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The school's high level of resources was attributed by Ofsted (200Ia) to its resource 
status and the high proportion of children with 'statements '. However, one informant 
(Ms. Richards, class 5.2 teacher) noted the importance of key actors in effectively 
competing for financial resources. Despite Rose Hill being a well-resourced school, 
interviewees mentioned that the number of pupils attending the school was declining. 
Although this produced insecurity within the school, interviewees predicted that the 
school would survive the closure agenda. Research partners emphasised that the decline 
in pupil numbers was attributable to a LEA-wide surplus of primary places, rather than 
representing a failure to 'compete '. Indeed, participants expressed confidence that a 
'good school ' like Rose Hill would not be closed down. 
Rose Hill was considered 'effective', achieving good academic results and receiving 
positive Ofsted reports. It was positioned 21 SI out of 198 schools in the LEA league 
tables of Key Stage Two SATs results, with 93, 84 and 100 percent of pupils reaching 
the age-related target attainment in English, Maths, and Science, respectively (LEA, 
2002). Although it is interesting to examine SA Ts performance, to do so is problematic, 
as 'attainment' as a measure of effectiveness prioritises within-school features over 
socio-economic or cultural contexts (Dyson, 200 I) . SA Ts tests also depend on age-
related expectations of attainment. However, 'SATs' are a measure of achievement 
drawn upon by government agencies and potential parents. 
Ofsted undertook an inspection of Rose Hill in September 2001, shortly after the period 
of research. The positive nature of the report is represented by this quote: 
'This is a very good school with no significant weaknesses. There is an 
impressive culture of improvement as the school seeks to move forward and 
improve its provision for all its pupils. The governing body, head teacher and 
staff will wish to continue the process of school self-review so as to continue 
the impressive rate of improvement already achieved' (Ofsted, 2001a: 13). 
The report claims that disabled children are ' included ', having access to all facilities and 
opportunities (Ofsted, 200 I a: 11 ). 
Church Street was selected as the second case-study through 'snow-balling', as a 
teacher in Rose Hill had previously worked in Church Street, and suggested that the 
school might provide an interesting case-study, as a 'physically inclusive' schoo l. 
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Church Street also had a high proportion of children with SENs (4.7 per cent of pupils 
have statements of SEN; Ofsted, 2001 b), including children with various physical, 
learning and sensory disabilities. Church Street was not a 'resource school' (see above). 
Church Street was a very large primary school, with 381 pupils (Ofsted, 200 1 b). A high 
proportion of these pupils came from socia lly excluded backgrounds. One third of the 
pupils had free-school meals, and 'many of the chi ldren come from fami lies that are 
experiencing social and economic disadvantage' (Ofsted, 1999: 11). The level of socia l 
exclusion is demonstrated by Church Street's location within an Education Action Zone 
(EAZ)7. Few pupils were from ethnic minority groups. In contrast to Rose Hill, levels 
of ' attainment' in Church Street were low. Church Street raJJked 1961h in the LEA Key 
Stage Two 'SATs ' , with 33, 31 and 47 percent of pupils gaining age-specific levels of 
expected attainment in Maths, English and Science, respectively (DfES, 2002). 
Church Street, li ke Rose Hill had declining ro ll s. However, due to Church Street's 
financial difficulties, some interviewees felt that this threatened the school' s survival 
(Ms. Trim , Ms. Gregson). A variety of explanations for the financial situation were 
suggested. These included, poor financial management (Ms. Jones, LEA), the SEN 
process and a disparity between funding and statement requirements (Ms. Gregson, 
Church Street), the cost of vandalism, staff on long-term sick and supply teachers (Ms. 
Gregson, Ms. Mason, Ms. Massey, Church Street) and high wages commanded by 
senior staff (Ms. Trim, Church Street). Falling rolls were contended to compound 
existing financial difficulties. The school was considered to be a candidate for closure 
or merger, as it was unable to ' compete ' effectively in the education market (Ms. Trim, 
Ms. Gregson, Church Street) (See appendix 3.3 for adult pseudonyms). 
The differing characteristics of the two schools makes companson interesting, 
faci litating examinations of everyday practices in two different spaces. The schools are 
similarly positioned in terms of their proportion of disabled students. However, they are 
specific moments within time/space. Although influenced by similar socio-spatial 
processes originating from the local and national scale, these combine in unique ways in 
the two sites. Of particular interest is the comparison between a 'resourced' school and 
7 Education Action Zones represent groups of schools that have effect ive ly bid for extra national 
government funding on lhe grounds of the level of socio-economic exclusion experienced by their pupi ls. 
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one that is isolated from LEA level impulses of inclusion. The methods used to 
facilitate this comparative study are discussed below. 
3.2.2 A multi-method, qualitative approach 
The primary research for this thesis was undertaken between November 2000 and Ju ly 
200 I. The research was divided into two main periods. First, five months, between 
November 2000 until March 2001 was spent in Rose Hill , and research was undertaken 
in Church Street, in a three-month period from May 2001 to July 2001. 
Adult 'gatekeepers' s were approached at various periods of the research, which reflects 
the complex ' chain of negotiation' (Valentine, 1999b: 145) involved in researching in 
school spaces. Head teachers were approached in writing. This included a written 
overview of the research, to facilitate my entry into the schools (see Appendix 3.4 and 
3.5). Inside the schools, adults acted as gatekeepers to micro-spaces, as well as research 
participants. Adults were given a written summary of the project and asked to sign a 
research statement (see Appendix 3.5 and 3.6). Finally parents were sent a letter, 
requesting consent for children's involvement (see Appendix 3.7). This reflects the 
complex web of unequal power relations within which children are located (Valentine, 
1999b), and represents a 'safe' way of negotiating the legal complexities of conducting 
research with children (Alderson, 1995). However, requesting parents' consent also 
raised ethical ambiguities, particularly when individual children requested to be 
interviewed and their parents had refused consent. 
Qualitative research focused on four classes in both schools, from years Three to Five 
(with children aged between seven and ten) to facilitate in-depth research. This 
reflected the social organisation of the schools, rather than an acceptance of age as 
indicative of competence (Christensen and lames, 2000a). 
The project took a multi-method approach facilitating ' triangulation ' of results of 
different methods, and comparison between reported and observed practices. 
Triangulation acts as a check, helping to analyse how researcher and participant 
8 Gatekeepers have the power to control whether research partners can participate in the research. 
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positionality influences findings. However, triangulation is one strategy for ensuring 
the openness and honesty of the research process, rather than a panacea for the 
problematics of analysing qualitative research, which are discussed below. Research in 
the two schools had three strands, which are discussed in turn below. The ordering 
represents the general chronological order of the research process, although there was 
overlap between specific research methods. Research was circular, rather than linear, 
and preliminary findings informed the progression of the research. 
3.2.3 Participallt observation 
Two months of overt participant observation took place in a variety of micro-spaces in 
both Rose Hill and Church Street (Jackson, 1983). Participant observation addressed all 
of the research questions , regarding adult' s interpretations of 'inc lusive' legis lation and 
adults and chi ldren 's practices of abili ty and disability throughout the school and in 
school micro-spaces. This section discusses why ethnographic research was necessary 
for this study, and considers some of the ethical and methodological complexities that 
arose before and during the research; and how these were overcome. The practicalities 
of how participant observation was undertaken are then outlined. 
Ethnographic methods can examine actual practice (Kitchin and Tate, 2000), and thus 
were central to this study. Davis (2000: 203) suggests that: ' ... culture and structure are 
embodied and expressed in everyday social practice'. Although this implicit binary 
divis ion of culture and structure is problematic, I was interested in how social practice 
in specific spaces (related to wider social relations) (re)produces disabled/non-disabled 
identities9 Furthermore, a person 's expressed and actual actions do not always coincide 
(Jackson, 1983). Through participant observation, it is only possible to gauge my 
perception of events, which is influenced by my positionality (see Section 3.6). 
However, this 'take' has value (although I do not assume that this value is greater than 
any other narrative). 
9 Children are seen as active in this 'social reproduction '. rather than passive 'cultural dupes' . 
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Ethnographic methods involve various strands (Hoggart et aI., 2002). James et af. 
(1998) and Davis et al. (2000) argue that these ethnographic methods are particularly 
useful for researching with (disabled) children, while Hall and Kearns (2001) contend 
that such methods are particularly useful for learning the lives of people with learning 
disabilities. This is essential as (disabled) children's and people with learning 
disabilities' vOIces are frequently overlooked within academic and policy debates 
(Baker and Donnelly, 2001; Beresford, 1997; Davis and Watson, 2001). All research 
methods have limitations, and Kitchin and Tate (2000) argue that participant 
observation is limited through bias. I would argue that the acknowledged bias of 
participant observation is one of its strengths as a research tool , if this bias is openly 
debated. As issues of objectivity and Truth are replaced with questions of reflexivity, 
positionality, interpretation and narrative, the researcher's voice becomes one 
interpretation of practices (Marcus, 1997). Finally, in-depth participant observation is 
time-consuming, and it is frequently rejected on pragmatic grounds (Hoggart et al., 
2002). The structure of doctoral research facilitates such methods, as incorporated into 
the relatively bounded ' stages' of the research process, is a one-year period to do 
research in the ' field' (Maxey, 1999). 
This thesis draws upon the strengths of ethnographic methods for examining everyday 
practice in particular contexts. However, it is combined with other methods for the 
purposes of this study. This provides a basis for triangulation, of various interpretations 
of practices (Lees, 2001), and does not rely on a singe voice: that of the researcher. 
Participant observation provided repeated contact opportunities, building rapport with 
adults and children and familiarising me with children's modes of communication. 
Ethnographic methods are, however, methodologically/ethically ambiguous. 
Observation of necessity contains bias. Many ethnographic studies have been subject to 
critique for adopting similarly unequal research relations and practices as positivism, 
and denying this implicit bias (Hoggart et aI., 2002). The participant observer is present 
in the scene in at least two ways. The researcher is physically present, and can 
(inadvertently) influence events. Moreover, where the researcher focuses her/his gaze 
influences what s/he sees. These issues can be addressed, but remain problematic. For 
instance, it is possible to be critical and reflexive , considering how my presence/gaze 
influenced (my interpretation of) events. It is however, impossible to know this fully , 
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and to assume this would evoke a ' god trick' (Rose, 1997). It is also essentia l to write 
the researcher into the narrative of the research diary and the final text (Warren, 2000). 
This is complex and turns the observational gaze on the researcher. 
Participant observation is ethically problematic, given it is arguably unrealistic to gain 
complete informed consent. A full awareness of what is being observed may iniluence 
participants ' behaviour (Hammersley and Atkinson, 1995). I took an overt role, and all 
partners were aware that I was observing. However, the amount of information I 
provided regarding what I was observing varied according the context and participants. 
Informed consent was gained from adults before observations occurred in classrooms. 
Adult participants were provided with a written summary of the research and requested 
to sign a research statement (see Appendix 3.5 and 3.6). However, in Rose Hill , due to 
the support I received from the head teacher, adults did not have fu ll autonomy to 
(refuse) to consent to participate in the research, and were placed under ' institutional 
pressures to comply' with my research (Valentine, 1999b: 145). Teachers were also 
under pressure to reach high academic standards, and had heavy workloads. Although 
teachers never asked me not to attend their classes, their subtle actions occasionally 
implied that I was not welcome. Despite this, most teachers in both Rose Hill and 
Church Street were welcoming and interested in the research. I also tried to be useful in 
the classes, acting in a classroom assistant's role, but constantly aware of the necessity 
of negotiating the expectations placed on me as an adult, and my role as a researcher. 
After a period of time, even the most reluctant teachers became more comfortable with 
my presence in the school, and requested that I observe their classes. My presence may 
have influenced teachers ' behaviour, although thi s is difficult to monitor. 
Parents' consent was obtained before chi ldren participated in interviews/the seml-
projective exercise. However, in Church Street this consent was obtained before 
undertaking participant observation, reflecting my experiences in Rose Hill and the head 
teacher of Church Street's preference. In Rose Hill the head teacher considered 
observation to be an un-damaging activity, which occurred frequently in the school, and 
felt that parents' consent was unnecessary for participant observation. It is revealing 
that neither head teacher suggested that I should gain the children's consent to 
participate in the research. However, when letters were sent to parents, I informed the 
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children of the motivations for my presence in the school, without mentioning ability or 
disability, which I felt would 'other' disabled children, and would almost certainly have 
influenced children's behaviour. 
In Church Street, the head teacher and I agreed that the parents should (refuse) consent 
to children's involvement prior to participant observation. I also explained the purpose 
of my presence in the school to chi ldren, in general terms (without mentioning 
disability), from the outset. This approach reflected my experience in Rose Hill , 
whereby children became more comfortable with me when they were aware of the 
reason for my presence in the school, and their behaviour did not demonstrably change. 
This also highlights that I was researching in an institutional setting, whereby actors had 
expectations regarding how I conducted research. 
I had to negotiate the expectations of adult roles within the schools. Children and adults 
are constructed unequally in schools. However, throughout my dealings with my child 
research partners I sought to treat children as equals. On occasions, my wish to 
negotiate equal relationships with children became tested, as I was placed into a position 
of 'teacher'. Although I did not wish to be assigned the role of 'teacher', I had drawn 
upon my positionality as a qualified teacher in gaining access to the schools. Finally, 
specific events tested my negotiated roles. An example of this is provided below: 
Research diary: 28.11.00 - class 5.2 Science, laken by supply leacher 
A Special Needs Assistant (SNA) puts her head around the door, and the 
teacher simply runs off. The children were already noisy and active, and the 
SNA did not seem to know what to do. The children started cl imbing on chairs 
and they looked as if they would be likely to hurt themselves . I decided that, 
although it might damage my relationship with the children, I had to take 
control of the situation, because ethically I could not ignore the likelihood of 
the children hurting themselves. I tried to remain as friend ly as poss ible. I got 
up and stood at the front of the class, and said to the chi ldren, firmly, but 
gently: 'Oh my goodness, I have never seen you behave like thi s. Imagine if 
Ms. Richards saw you now. She would be so disappointed. Now, let's have a 
competition to see which table can be the quietist.' 
Amazingly, the children all responded and were silent after about ten seconds 
(perhaps this was the shock of my having done this!). Then I continued: 
'Lets have a quiz' (and I began to ask them questions about the capitals of the 
world, until Ms. R. came - I presume that the SNA, who had disappeared went 
to get her) 
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Although I was concerned about adopting a supervisory role, here, I felt it unethical to 
remain passive as the children were potentially endangered, evoking an adult' s 
positioning as protective of children (lames et al., 1998). Despite my attempts to 
negotiate my roles carefully to prevent myse lf being labelled as a ' teacher ', some 
children conflated all adults with the category ' teacher' . Thus, during interview and 
participant observation periods, children suggested that SNAs and I were teachers. 
My positionality as a qualified teacher facilitated my entry into the two schools, 
enabling the research to take place. As a white, ' middle class', able-bodied woman, my 
presence in a primary school class was accepted, and many teachers and SNAs 
(especially in Rose Hill) had similar positionalities. My position as an able-bodied 
adult had a great deal of potential influence over power-relations of research, and ethical 
considerations (see above). My shortness facilitated participant observation in 
classroom spaces, as I was able to sit on a child-size chair, and therefore integrate with 
children. Punch (2000) claims that adults' relatively large bodies are a limiting factor in 
researching with children, as adults frequently cannot fit into child-spaces/onto 
children's chairs. However, as I was a similar size to many children, this was not a 
limiting factor for me. The children did not think I was a child, however, and the 
definitive 'differences' between adults and children, must be thought through and can 
be strategically drawn upon (Fine and Sandstrom, 1998). Despite these differences, as a 
participant observer, I had the time to learn children's ways of communicating, which 
informed interviews with children. This was particularly relevant for communicating 
with some disabled children, who had 'communication difficulties ' (or unorthodox 
communication). An example of a word that was used differently by children, to my 
interpretation, is ' friend ' (see Chapter Five). Also, the word ' batter' was used to 
describe a fight in Church Street, and although this has negative connotations, it has a 
different usage to how I would generally interpret ' batter' (for instance in the sentence 
'my brother sometimes batters me'). 
A flexible , semi-structured approach to participant observation was adopted, whereby r 
noted contextual information (e.g. numbers of children, the subject being taught), 
incidents of praise and punishment of all children, general interaction moments between 
children, where possible, and events involving specific disabled children. I employed 
strategies to avoid children feeling that they were being watched, such as ensuring r 
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looked around the whole room, and not focusing my gaze on individual children, and 
writing notes a few moments after making an observation, so that my gaze was not 
focused on one child before writing a note. The approach 1 took to note-taking was 
context-specific. 1 could often write notes during class-time, when children were 
engaged in ' busy-work'. As Special Needs Assistants (SNAs) frequently completed 
paper-work, it was not out of place for me to jot notes down. At other times 1 acted as a 
participant, for instance, listening to children read. In the playground, the dining halJ , 
during Physical Education (PE) and in assemblies, it was not possible to make notes. In 
these cases I jotted down my observations later. 
The ' field-notes ' were word-processed into a research diary every everung, when 
analytical comments and thoughts/feelings regarding observations were added. This 
was a period of self-reflection, considering how my positionality may have influenced 
events and observations. This was not always a straightforward process. In total , over 
three hundred pages of thick, descriptive research notes were generated, providing a 
reliable record of my interpretation of events. However, analysis was time-consuming. 
If embarking on similar study again, 1 would be a more selective 'observer' , in terms of 
periods spent observing and participating. 
The research diaries were analysed using the NUD'1ST data analysis package. From 
precursory reads-through, potential categories for analysis were established. These 
categories for analysis emerged through a combination of a-prior theoretical codes and 
more intuitive responses to empirical findings ; emphasising the creative and systematic 
elements of analysing qualitative data (Bailey et al. , 1999). Practices were categorised, 
for instance, into positive and negative interactions between different actors, incidents 
of praise and punishment. Similarities/differences between practices engaged in by 
different actors, and/or in different places were noted. Throughout the research period, 
from early examinations of the literatllre, and particularly during time ' in the field ' (a 
problematic term: Katz, 1994); I used memos to aid analysis (Strauss and Corbin, 1990). 
Analysis was an ongoing and critical activity, throughout the research period. 1 
attempted to consider how my positionality influenced both events and what I observed. 
My experiences of participant observation were not unproblematic , although 
ethnographic research proved a useful research tool. I concord with Davis (2000) that 
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ethnographic research can be ethical; not least as it can be a in-depth period of 
intersubjective exchanges, allowing research partners to find places of 'in-belweeness ', 
promoting understanding of each others' cultural mores. In this example, participant 
observation provided opportunities to (begin to) learn (disabled) children 's cultures and 
ways of communicating, building rapport with research partners. This has 
methodological and ethical implications for semi-structured interviews with children 
and adults. 
3.2.4 Semi-structured illterviews witlt adults 
Twenty semi-structured interviews were undertaken with adults in Rose Hill, Church 
Street and the LEA. Eight adults were interviewed in both Rose Hill and Church Street; 
these included: teachers, head teachers, SEN Coordinators (SENcos) and Special Needs 
Assistants (SNAs). All research partners were given pseudonyms to preserve their 
anonymity; Appendix 3.3 provides list of adult pseudonyms and the adult interviewees. 
Semi-structured interviews with adults illuminated their interpretations of ' inclusion' 
and the school policy (and whether these were in agreement or conflict). Semi-
structured interviews also gave insight into adults and children's practices in whole-
school spaces and school micro-spaces. Thus, adult interviews were relevant to all 
research questions. Figure 3. 1 provides one example of interview prompts, although 
they varied according to the perceived interests/expertise of the interviewee, and were 
often informed by particular observations and/or issues raised in previous interviews. In 
this sense, interviews between adults were not always directly comparable (although 
there were shared key themes). 
Interviews as a research tool faci litate di scussions of meanings, and interpretations of 
events (Eyles and Smith, 1988; Kvales, 1997). They allow researchers to ask the 'why' 
questions (Day, 1993a, b), and provide multi-layered and in-depth information (Hoggart 
et al., 2002). Semi-structured interviews allow the interviewee some input into setting 
the agenda, and this is one reason why interviews have been popular methodologies for 
researchers interested in establi shing empowering research relations (e .g. Stone and 
Priestley, 1996). 
78 
Chapter Three 
Figure 3.1: An example of interview prompts: for head teacher, Rose Hill. 
School ethos and policy 
Whole school ethos - (how relate to kids with SEN - how passed on to teachers?) 
Inclusion? 
P olicy towards SEN and Physical impairment --<lay to day bas is 
Equ al across school -
Dissemination of policy/ethos 
Inclusion - what is it? How is it pract iced? 
Resource school status 
History of becoming a reso urce schoo l - when, why, who (chose), did everyone agree and 
have input?, bow, were there already kids with PI in school? 
What difference does being a resource school make? - to all pupils, to level of resources 
(is there enough - in an ideal world), to SEN/PI kids 
Changing level/type of children's impairments - a resource school/time 
Support/ invo lvement/training from LEA or e lsewhere (inc luding spec ial schoo ls) 
Are spec ial reso urce schoo ls the best route to inclusion - any suggestions, in an idea l 
wo rld? 
Children's interactions 
Children with physical impairments/ children without physical impairments 
Kids with SEN/ without 
Problems and benefits - for Pl/SEN/and other kids 
How effect children's futures - career/schooling and soc ia l? 
Do a ll parents agree 
National and LEA level policy 
National/ local more important? agree with policy? all schools adopt policies eq ually 
Where's schoo l on thi s? 
Opinion of national policy re: SEN - Strengths and weaknesses - in practice? Does it 
follow? 
Do all national level policies aid inclusion? 
Policy towards education of physically impaired children/children with SEN 
Admissions policy re: kids with SEN /Pl - any couldn ' t accept, how decide? 
Who decides whether children will come to th is schoo l or go elsewhere? 
SEN/PI different or similar 
PE and extra curricul ar activities 
How foster independence? 
Have PI kids the same freedom of movement around schoo l as non-PI kids? 
LEA/schoo l level co-ordination? 
Movement spec ial schoo l - here or other way 
Sets - who decided? Why? Pos itive and negative? 
Hopes and fears for the future 
I would not like to claim that these interviews were more open and fl exible than was the 
case, as evidently I went into the interview situation with ideas regarding what I wanted 
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to know, informed by the research questions. However, an element of flexibility existed 
and issues that were of interest to either research partner could be further explored. This 
permitted interviewees some scope to change the agenda. Obviously undertaking 
qualitative interviews requires a certain set of skills, and the research interview can be 
regarded as a performed encounter (Gregson and Rose, 2000). Although I had previous 
experiences of conducting research using semi-structured interviews and drew upon the 
academic literature regarding this research method, I would contend that my skills at 
interviewing have improved through undertaking this research. In researching teachers 
and head teachers, a key skill that I developed was how not to over-run the allotted time, 
even when interviewees were interested/interesting, bearing in mind teachers' heavy 
work-loads. 
Interviewees may not always choose to disclose their true opinions within the interview 
setting. This was a particularly problematic issue in thi s study, where teachers ' personal 
views could conflict with official school policy. Pile (1991) emphasises the importance 
of considering the mulit-faceted power-relations between research in the interview 
setting. I attempted to promote empowering research relations , by ensuring teachers 
anonymity and confidentiality. For instance, all adult partners were given a written 
project summary and requested to sign the research contract (see Appendix 3.5 and 3.6). 
Adults frequently asked questions about the research project or confidentiality and 
anonymity, which were openly discussed. When/if adults or children asked questions 
about the research project or myself, I answered them honestly and openly. 
It was necessary for me to perform my identity appropriately within the individual 
research encounters of the interviews, along with constantly negotiating my 
subjectivities throughout my own everyday practices within the school (Gregson and 
Rose, 2000). Although I made every effort to negotiate my pos itionality appropriately, I 
cannot say definitively that all the research partners told the 'truth ' about their thoughts 
and feelings , although I intuitively felt this to be the case in most scenarios. This 
intuition was based on my interpretation of a variety of signals, including, no-doubt 
non-verbal communication. In an attempt to facilitate unconstrained consent (see 
above), I asked adults to participate, and if they appeared hesitant I did not repeat the 
request. Most adults who were approached agreed to be interviewed. When I thanked 
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the adult participants, they often claimed to have enjoyed the expenence, and the 
opportunity to have their voices heard , 
The timing and location of adult interviews varied between and within Rose Hill and 
Church Street. In Rose Hill , teachers were interviewed after school or during holidays 
(when teachers were present in the school) , In Church Street, teachers were interviewed 
during lunchtime or after school , and three teacher interviews took place during lesson 
time, on the corridor, whilst an SNA led the class, Children frequently came outside to 
ask questions, which made the interview situation more complex, Interviews did not 
occur outside the school, due to teachers ' preferences. 
Different constraints influenced interviews with SNAs than teachers, SNAs' working 
days are limited to school hours, and many SNAs had lunchtime/playtime duties . In 
both Church Street and Rose Hill , SNAs took time off from lessons, when the teacher 
felt they could be spared, to talk to me, This involved the consent of both the SNA and 
the teacher, and teachers could act as 'gatekeepers' to SNAs. All interviews were tape 
recorded, using a micro-cassette recorder, with the consent of the interviewee. Initial 
thoughts regarding interviews were jotted in the field notes, The taped interviews were 
transcribed, using a word processor, in full (generating approximately 200 pages of 
written text) . The written transcripts of adults' interviews were analysed by hand, 
Initial thoughts and key ideas regarding the interviews as text and sound were recorded, 
following transcription and initial reads through. Subsequently, interviews were 
analysed collectively. Initial reads-through the interviews helped to establish codes for 
analysis, which were annotated onto the interview transcripts. Some of the codes of 
analysis were ' in vivo', drawing upon common phrases used by the interviewees. Other 
codes were analytical. Drawing upon the first type of codes in qualitative data analysis 
represents a broadly grounded theory approach (cf. Baxter and Eyles, 1999), although 
analysis was evidently influenced by the academic theories I had encountered prior to 
(and during) fieldwork. Once meta-codes and sub-codes had been established, the 
interviews were analysed again, and coded, using coloured pens (see Jackson, 2000; 
Silverman, 1993). 
Coloured pens were used to mark out key codes, facilitating retrieval of data that 
represents particular themes , whilst keeping the interviews as a whole text, which is 
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similar to NUDIST (see Section 3.3.3). Adult interviews were analysed as a whole 
group, and then as sub-groups, from Church Street, Rose Hill and the LEA. 
A major limitation of interviews is that they were largely analysed in written form, 
which excludes non-verbal forms of communication (Lewis, 1995). I attempted to 
supplement this through thoughts on body-language from the research notes, although 
these were sketchy, and largely undertaken after the interview took place. Recording 
body-language and oral forms of communication is a research skill that I need to 
develop more fully. 
Qualitative interviews are not a source of transferable data, representative of entire 
populations (Baxter and Eyles, 1997). Interviews provide a method for understanding 
knowledgeable actors' explanations for their practices. Adults' interpretations of 
practices and thoughts regarding (dis)ability and inclusion were gleaned from the semi-
structured interviews. The perceptions of adults of their practices were triangulated 
with participant observation, and adults could offer explanations for and suggest the 
rationale behind variously (dis)abling practices. Participants ' stated practices often 
differed from both my observation and other interviewees' interpretations. Thus, 
although interviews with adults were valuable, they did not always illuminate everyday 
practices, and taken alone would have been insufficient to address the aims of thi s 
thesis. This was one reason for adopting a multi-method approach. 
3.3.5 Research with childrell 
In-depth research was undertaken with children from Rose Hill and Church Street, in 
order to illuminate (disabled) children's experiences of school. This addresses an 
agenda to listen to children's voices, which have previously been silenced, both within 
social science (Aitken, 1994) and studies of education (Davis and Watson, 2001; 
Wyness, 2000). Two key research methods were employed: a semi-projective 
teclmique, and semi-structured interviews. These are discussed in turn below. 
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Semi-projective exercise 
A semi-projective exercise was undertaken with children in focus classes (see Figure 
3.2 and Appendix 3.8). I led the classes wherein this activity occurred. This was to 
allow teachers who had participated in the research some non-contact time, which made 
this exercise popular with staff. This also made maintaining equal research 
relationships more complex, as I was cast as ' the teacher' . To avoid this, and to permit 
children informed consent, I explained what the task was for, and that I was not a 
teacher, but a researcher. I took the role of a 'supplicant' (England, 1994), making 
explicit that this exerc ise was for my research and that children had a choice as to 
whether to participate. The nature and purpose of the activity was explained to children, 
and an alternative supplied by the teacher for children who did not wish to participate, 
or whose parents had not consented. 
The sem i-projective exercIse was a combination of a participatory teclmique and a 
writing exercise, although students were only asked to write a few words. Both writing 
techniques and participatory methods have been used successfully by other geographers 
(see for instance, Aitken and Wingate, 1994; Leavitt et al., 1998; Robson and Ansell , 
2000). This research tool engaged with children 's ways of knowing, which are different 
(although not ' less than') adults ' (Christensen and l ames, 2000b). 
Children were requested to complete the sheets and to colour-in the pictures. Sheets 
were distributed selectively to those children who consented to participating, ensuring a 
mix of children completing each sheet, in terms of ethnicity, gender and (dis)ability, 
although this was not made explicit, nor was it exact. 
1 designed this semi-projective sentence completion exerCIse, drawing upon two 
established methods, which have been developed by social scientists for researching 
with disabled people and children. First, semi-projective teclmiques are used to project 
an idea non-verbally, in order to encourage people to think about a particular issue 
(March, 1992). This semi-projective exercise was partially participatory, as children 
were requested to colour-in the pictures. Second, sentence completion exercises have 
been developed for researching with children. They also serve as a prompt to 
di scussions of potentially sensitive issues (Beresford , 1997). 
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Figure 3.2 Character cards for the semi-projective exercise 
Please fill in the sheet below. What kind of person do you think 
each picture is? Give them a name, an age and a personality. 
Fill In each section with information about the person in the 
photo. . 
1. Name __ --__________________ ___ 
Age 
Hobbies, ____________________ _ 
My friends are called, _ _______ _ 
When I grow up I will be, _ _____ _ 
When I grow up I will live in, ________ _ 
'.vith 
I like ________________ ------
I don't like, _ _____________ ___ 
I am good at _ _______ _____ _ 
I am not good at, ___ _____ _ 
Other Information, ___ _ __ _ 
2. Name, _ _______ _______ -------
Age 
Hobbies, _____ -----------
My friends are called, _________ __ 
When I grow up I will 00, ____ ------
When I grow up I will live In, _ __ _ 
with 
l like' _ ___ _ _ ___ ____ _ 
I don't like, ______________ _ 
lamgoodat, _____________ ---
I am not good 81, _____________ _ 
Other information, ________ __ 
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Name. ______ ---------------------
Age 
Hobbies,-:-~ _ _::_...,_~-----
M~( friends are ca l ~ed ___ --------- -
INhen 1 grow \,J p I 'Ni 11 be_--------~ 
When I grO'N up I will live il1, _______ _ 
"'~th 
, like, _ _ - - - - - -------
I dion't liks _____ --- --- -
l am goodat, ___ ______ - ---
I am flot good at _ __ - --- --
Other inforlTlatiof'l _____ --~~----
Nam(l ______ -------------
Ago;;! 
Hobbi8S-::-___ ..".----:--- ---- - -
My fTlemis are c.a ll e<d_ --------
\I\'hen. I grow up I wlli l)(!o:...-_ __ - -
When I 9 row ,Jp I w1l1 li ... e In,_ ----
will, 
I like Idon~' ~: II~'~-e--------------
I am gooo at-:-_ _ _ __ - - --
I am not good at 
Other inforrnatlo-n------ ---
1 
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The semi-projective method was semi-structured, as children were asked to gIve 
particular information about the fictional characters; this also meant that all children 
could contribute, rather than those children with effective writing skills (Beresford, 
1997). Adults (including myself) helped those children who found writing single words 
difficult, although SNAs were requested not to influence children's responses. The 
semi-projective technique also served to project the idea of disability to children in a 
subtle way, which neither caused embarrassment to disabled children, nor influenced 
children's perception of why I was in their school. Indeed, after undertaking the 
exercise children ' s behaviour towards each other did not demonstrably change. 
Children were given the opportunity to comment on the exercise, and many children 
said they found it enjoyable. 
The visual representation of di sability limited the potential uses of thi s tool, which could 
not be seen to tease-out children ' s representations of disability in general. Instead, the 
research method was used as a prompt to di scussions of di sability more generall y in 
interview situation. 
Semi-structured interviews with children 
Semi-structured interviews with children occurred subsequent to the main period of 
participant observation in each school to avoid influencing children 's behaviour, in 
March and April (2001) in Rose Hill and the end of June and in July (2001), in Church 
Street. The interviews with children were semi-structured, giving participants scope to 
set the agenda, and to discuss issues of most concern to themselves. Figure 3.3 displays 
the prompts memorised before interviews with children. 
Interviews were undertaken with 20 children from Rose Hill and 20 from Church Street. 
All children were given pseudonyms to preserve anonymity and confidentiality (see 
Appendix 3.9). The children were strategically selected, and half of the child 
interviewees were defined in this thesi s as 'disabled' and half were defined as ' non-
disabled ' . Children on Level Three or higher on the schools internal register of special 
needs (except children who were primarily registered for having Emotional and 
Behavioural Difficulties (EBD)) were defined as 'disabled ' . Level three of the SEN 
register is the stage at which outside experts (usually educational psychologists) are 
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requested to diagnose children. In Rose Hill , I invited all children defined as ' disabled ' 
to interview, except one child whose parents had refused consent, and all these children 
agreed to participate. Rose Hill had a greater number of disabled boys than girls. This 
reflects an oft-cited gender disparity in level of SENs (Cline and Ertubey, 1997). 
There were more 'disabled' children in target classes in Church Street than Rose Hill. J 
did not, therefore, approach all disabled children in Church Street to be interviewees. 
attempted to interview children with a range of disabilities, who attended a variety of 
'sets' . In Church Street there were more disabled girls than boys and one disabled boy 
said he would prefer not to be interviewed, meaning that more disabled girls than boys 
were interviewed. In both schools equal numbers of boys and girls were interviewed 
(meaning that in Church Street higher proportions of disabled girls and non-disabled 
boys participated). Children were interviewed from a range of school classes, and from 
different sets. However, more children were interviewed from the lower sets in both 
schools, as many disabled children were in the lower sets. Finally, some children were 
interviewed following observations and/or comments from other interviewees (for 
instance, Lucy was interviewed as she often played with Lindsay.) 
It was essential to ensure that the children were fully informed and able to consent to 
(not) participate in interviews (rather than 'assenting ' : Valentine, 1999b). Providing 
children with a written summary of the research might make children nervous (and 
possibly feel compelled to participate), and some children could not read. Verbal 
explanations and consent were used, giving children scope to ask questions. Although 
the exact words I used differed according to the context, I followed an approximate 
schedule (see Appendix 3.10). J sometimes enlisted children who had participated to 
help explain the purpose and nature of the research to ensure informed consent. 
Most children agreed to participate, although two children stated that they would prefer 
not to. Once some children had been interviewed, many children requested to be 
interviewed. Furthermore, many children who had participated wanted to be 
interviewed again. This suggests that far from being a harming experience, children 
found participating in interviews enjoyable, perhaps empowering. This generated an 
ethical issue, since, due to time constraints, I could not interview all the children or 
undertake follow up interviews. I had to be honest about this without causing offence. 
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Figure 3.3 Interview schedule for young people 
Background 
Self portrait 
• if you wrote a letter, how would you describe yourself 
(prompts as on 'writing' sheet). 
· what makes you happy/sad? 
Thoughts about school 
like or not? 
lessons, places, times of day, activities, like or dis like 
prefer morning or afternoon? 
what set are you in? other sets? 
how are the sets the same or different? 
your ideal school/how change thi s school? 
Friends 
· best, others who play with (generally - today) 
- who like or don't like to play with - why? 
Chapter Three 
who chooses who you play with - ever an adul t - other activities?· fee lings 
who's not your friend? 
birthday party 
go to friends' home/have friends home 
Work 
who sit with/work with (various subjects) 
who decided? 
why? 
how do you fee l? 
most help? Why? Who from? How do you fee l? 
Writing exercise 
general questions 
· plus who is most, lest like you and why. 
• Anything to add? 
• Feedback on interview 
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There are some limitations of using semi-structured interviews with children. Children 
are unused to communicating in such formal ways with adults. It has been argued that 
informal focus groups are a less daunting method to use with children (Hood, et al., 
1996). Focus groups were not considered the most suitable method for this research, 
which discussed potentially personal issues, such as friends, and peers that were not 
friends. Organising focus groups wou ld have presented an insurmountable challenge, as 
I was interested in the contrasting experiences of 'd isabled ' and ' non-disabled ' children. 
Dividing focus groups into 'disabled' and ' non-disabled' children would have 
reinforced difference, suggesting I was interested in disability issues per se. 
In contrast to the contention that semi-structured interviews have limited usefulness for 
researching with children, it has been claimed that children are competent actors, who 
can engage in formal interviews (Alderson, 1995). Indeed researchers have successfully 
carried out semi-structured interviews with disabled children and young people (Davis 
and Watson, 2001; Priestley, 1999; Priestley et ai., 1999; Shaw, 1994, 1998). This was 
reflected in this research, as many child interviewees were confident, articulate and held 
clear views. Many of the interviews with children were much more fruitful in terms of 
information gained than I had anticipated, which supports Alderson ' s (1995) view that 
children are competent social actors, although their language mores differ to adults. 
The majority of children seemed to enjoy the opportunity of talking to an adult one-to-
one, as emphasised above, and interviews proved to be a very effective source of 
qualitative data. 
Mayall (1998) contends that the way that power is negotiated within the research 
encounter (i .e. research practice) is more significant than the specific types of research 
methods used, and this was a contention drawn upon, as I endeavoured to promote 
empowering research relations. It is essential to view communicating with children as 
engaging with a different way of understanding/communication (rather than coming 
'down to children's level). It is necessary to: 'cross over and share [children 's] view(s) 
of the world ' (Silvers, 1976: 76), as much as possible. This was achieved through 
spending time in the schools during participant observation, learning about children ' s 
ways of communication. Three child participants had unorthodox communication (e .g. 
severe 'speech impediments ' ). Here, it was essential that the children were comfortable 
talking to me, and that I was accustomed to their forms of communication. In all of 
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these examples, with patience (on all sides), we tmderstood each other, and 
communicated effectively verba lly. 
Interviews were tape-recorded using a micro-cassette recorder, with children's consent. 
Most children were comfortable with the tape-recorder, with children often singing into 
it. First impress ions of the interview were recorded in the fi eld notes, and most 
interviews were transcribed verbatim . However, due to time constraints, some 
interviews were selectively transcribed, when children elaborated on topics other than 
focus of this study, the topic and general argument were noted rather than transcribed in 
full (S trauss and Corbin, 1990). The micro-cassettes are stored. Transcription 
generated approximately 300 pages of written text. 
Analyses of children's interviews occurred in various stages. Initial thoughts regarding 
the interview were jotted down in the field notes subsequent to the interview. After 
transcription, an initial summary, including my initial thoughts, was made. Transcripts 
were then transformed to text files, and entered into the NUO* IST qualitative data 
package (Hoggart et ai. , 2002). Children ' s interviews were read-through, and initial 
ideas developed for meta-codes and sub-codes. Then interviews were coded line-by-
line. Children's interviews were then analysed by sub-groups, particularl y 'disabled ', 
and ' non disabled', and divided by school, class and year. 
The approach taken to analysis diffe red slightly to that taken to adult interviews, in 
being analysed using a software package. NUO*IST was used to analyse the children 's 
interviews to facilitate the retrieval of such a large quality of data. Arguably usi ng 
NUO* IST and analysing by hand are essentially the same as they both serve as ' filing 
systems' to record, and help retrieve, key themes and counter themes identified 
inductively/a-priori by the researcher. However, I would argue that the use of 
computerised packages simplifies the project of comparing data from different 
interviews when there is a wealth of info rmation, as it is possible to 'ca ll up ' data from a 
variety of sources (which can then be contextuali sed) in seconds (Searle, 2000). 
r would also argue that computerised data ana lysis is no more or less rigorous than 
analysing by hand (Hinchliffe el ai. , 1997). Moreover, I do not feel that I was less 
' close' to the children's interview data. 'Rigour' in qualitative analys is is dependent 
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upon openness and reflex ive analysis of the material by the researcher, including their 
positionality in terms of what was asked, and how who they are might influence 
interviewees' responses. 
Interviews with chi ldren proved to be a very effective method. This leads me to 
question contentions that it is problematic to use semi-structured interviews with 
(younger) children. If researchers avoid conducting interviews with chi ldren, they deny 
the opportunity of a rich source of inter-subjective exchange and simultaneously 
exclude children from one of the few opportunities they may have to talk to adults on an 
individual basis. Indeed, the key elements that distinguishes between 'formal' (semi-
structured, conversational sty le) interviews and informal conversations is that such 
interviews generally occur in locations where conversations cannot be overheard, and 
that formal interviews are usually recorded (in this case using a micro-cassette 
recorder). Chi ldren were generally very comfortable with the micro-cassette recorder 
(particularly in comparison to adult pat1icipants) , and seemed to critically appraise their 
experiences of school with openness and honesty. However, semi-structured interviews 
with chi ldren raised ethical considerations which are discussed in the fo llowing section. 
3.4 Ethical issues in qualitative research (with children) 
This section examines some of the ethical complexities of undertaking qualitative 
research; specifically with chi ldren. The section is divided into two key sub-sections, 
highlighting generic issues involved with qualitative research, and ethical considerations 
specific to researching with chi ldren, respectively. 
3.4.1 Ensl/ring confidentiality alld allonymity 
In conducting qualitative interviews with chi ldren and adu lts, the issue of ensuring 
confidentiality and anonymity arose. It is standard procedure to retain the anonymity of 
research participants. However, keeping these assurances is complex. I initially 
cons idered it sufficient to provide children, adults, the schools and the LEA with 
pseudonyms. I later became aware, however, that research participants could identify 
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particular individuals through their position and/or age, race, gender and type of 
disability. There is an internal conflict within in-depth qualitative research between 
requiring context to portray the situated know ledges/complex identities of research 
partners, and the rights of research participants to be unidentifiable through research 
results (Warren et al.. 2000). 
I did not wish to essentiali se disabled children, as all aspects of their identity, not just 
their disabled positionality, mediate their experiences. Thus it was desirable to provide 
details regarding many subject positionings. However, in many cases, only one child in 
every class/year may have particular impairment and/or other characteristics. This issue 
also arose with adults who were identifiable by their gender and the class/year they 
worked in. Due to these issues, I considered that providing the schools with a copy of 
the thesis would conflict with the ethical principles of qualitative research. 
3.4.2 Ethical issues intensified by researching with children 
Along with these general ethical considerations, particular ethical issues arise when 
researching with chi ldren (Matthews et aI., 1998; Valentine, 1999b). These are 
informed consent, the possibility of disclosure, and potentia l harm from the research 
process. Underlying these are power disparities between adults and chi ldren. I always 
attempted to facilitate empowering research relations, and it has been argued that these 
can minimise many of these issues (Alderson, 1995). Specific examples of how this 
was achieved are provided in Sections 3.3.1 and 3.3.3 . This is not to assume that I held 
all the power, and was able to pass this to children. Children are powerful agents, and 
in encouraging 'empowering ' research relations, I was simply giving children a wider 
scope to enact that power. I endeavoured to ensure that the research participants were 
aware of the power they possess: in deciding whether they wi ll participate in the 
research, over which aspects of their stories they will (not) disclose, and to present their 
own interpretations of research meetings to whomever they wished. Attempts to ensure 
informed/unconstrained consent differed in research with chi ldren and adults, as 
discussed in Section 3.3.3. 
A further ethical consideration is that of disclosure; that is, if a chi ld states that s/he or 
another person is either engaged in an activity that is illegal or harmful , or if the child 
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indicates s/he or another child is being harmed or abused (Beresford , 1997). At the 
beginning of this research I felt it would be unlikely that children would decide to 
disclose to a relative stranger. However, I found that some children talked openly to me 
about personal issues. Perhaps thi s was related to the fact that there is little scope in 
schools for children to talk to an adult on an individual basis. Children's openness 
occasionall y placed me in a ' pseudo-therapeutic' role for which I do not feel I 
necessarily have the skills (Parr, 1998). It became evident that I must consider my 
response to a potential disclosure, particularl y of abuse, to which, it is argued disabled 
children are more vulnerable than are non-disabled children (Calderbank, 2000 ; Morris, 
1991 ). 
Beresford (1997) advises that researchers should be prepared for a potential disclosure, 
whil st arguing that the fear of disclosure should not prevent research with vulnerable 
children. On the event of a disclosure, Beresford suggests that children should be 
encouraged to talk to another adult, and if the child refuses, to explain the seriousness of 
what s/he has told you, and that it is necessary for you to inform someone else. 
Confidences must never be broken without the prior warning and/or consent of the child 
concerned, although if children refuse to self-disclose, an adult' s responsibility to 
protect children remains paramount (see l ames et ai. , 1998, regarding adults ' protective 
ro le towards children). This is in line with psychological and social work guidelines 
(e.g. Homan, 2001 ). 
A disclosure did not occur. However, a child whose abuse had previously been 
disclosed talked about her experience of sexual abuse in the interview. This placed me 
in a ' pseudo-therapeutic' relationship (see above), which I did not fee l equipped to deal 
with. Although I had questioned the ethics regarding interviewing thi s child, I did not 
wish to exclude her from the research. This decision was problematic and , although I 
had attempted to prepare myself for such an eventuality, I did not feel equipped to take 
the role of a ' therapist' . I did not reall y say anything, and just let her talk (after turning 
off the tape recorder). I asked her if she talked about these things to anyone else, to 
which she replied that she talked to her social worker, which I satisfi ed me that it was 
not necessary to act on what she had told me. However, I still feel uncomfortable about 
this. 
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Children can be harmed through the research process. Chi ldren could suffer emotional 
damage, especially when discussing sensitive issues. This is pertinent here, as 
children's friendships , experiences of bullying and perceptions of disability were the 
focus of interviews. Questions were asked as sensitively as possible. When children 
discussed on-going experiences of bullying, I tried to discuss strategies for addressing 
bullies, although I was adopting a 'pseudo-therapeutic role ' (Parr, 1998). I never asked 
disabled children about their experience of disability, although some children instigated 
discussions about their experiences of disability. I used the semi-projective technique to 
fac ilitate discussions of disability in the abstract. Ensuring lack of harm involves 
empowering research participants to control the interview, especially regarding what 
they wish (not) to disclose. 
Research participants can also be exposed to harm from the researcher in the form of 
abuse. Although I know that I would not harm children, it is important that in 
interviewing children individually, academics do not set a precedent for children talking 
alone with adults. J used locations to ensure that although a child and I may talk in 
private, we could always be seen. In Rose Hill, interviews with children were either 
undertaken in the corridor or in the reading room, which had a glass door. In Church 
Street, interviews with children generall y occurred on the corridor, in a corner with 
some seats. This led to some problematic issues, and interviews were occasionally 
interrupted due to children and adults wa lking passed. I made it expl icit to interviewees 
that although I would not discuss what they had told me, they could talk freely about the 
interview; pointing out that adults should not ask children to keep secrets (see Appendix 
3.10). The issues discussed in this section are generic to qualitative research with 
children, although they are potentially applicable to research with vulnerable groups of 
adults (Valentine, 1999b). However, the strategies used to address these issues were 
influenced by my experiences and subjectivities, which are discussed in greater detail, 
in the next section. 
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3.5 Positionality, reflexivity and knowledge(s) 
Feminist-postmodernist standpoints, rather than searching for ' truth' about the real 
(social) world, engage with various knowledges, such as those that 'other' groups have 
on their lives (McDowell, 1992; Philo, 1991). All knowledges are partial and situated, 
including academic knowledge, which arises through inter-subjective engagement 
between knowledges of both/all research partners. This necessitates reflexive 
engagement with our positionality (how our mUltiple identities influence the research 
process) and narrative. This has led to many researchers incorporating ' transparent 
reflexivity' into the research process (Baxter and Eyles, 1997). 
Rose (1997: 331), however, argues that transparent reflexivity is impossible, as it 
depends upon concepts of: 'agency (as conscious) and power (as context) [which) 
assumes that both are knowable' . Rose parallels a researcher's perceived knowledge of 
themselves and their all-knowing gaze on the inter-plays of power in a research context 
with the distanced objective positivist 'gaze ' . Moreover, transparent reflexivity views 
identity as static and complete. Researchers highlight unconscious motivations of 
participants' actions, yet transparent reflexivity assumes that researchers ' motivations 
are conscious, giving researchers' agency higher status over participants' agency. 
Rose claims that researchers' and participants ' identities are fluid. She argues that the 
research process changes both/all research partners. Research meetings are locations 
where identities are performed, and results are dependent upon researchers performing 
identities appropriately in context (see also Gregson and Rose, 2000). Research 
participants should therefore be viewed as neither the 'same' nor 'other', but we should 
examine the creative potential of 'sameness ' or fracturedness, in ' in-between spaces'. It 
is necessary to be reflexive, although our identity is never totally transparent or 
knowable. 
Acknowledging identity as fractured and context-specific, problematises recipe-book 
di scussions of reflexivity. Specific moments of power and identity dynamics in 
particular research contexts have been discussed throughout this chapter. This assumes 
a capacity to make sense of my identity and motivations. I do not assume that all of my 
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identity is knowable, even to myself, as knowledge of se lf is partial and situated, nor do 
I assume that all my motivations are conscious. 
I have changed through my experiences of research with children and adu lts, and my 
identity was performed differently in various exchanges. However, some axes of my 
identity are undeniable, although the meanings ascribed to these will change in diffe ring 
contexts. For instance, most people no doubt perceived me as a white, ' non-disabled' 
'm iddle class', well-educated, young woman. However, the meaning ascribed to my 
whiteness, for example, would have varied in differing contexts (hooks 1990). 
The two most problematic aspects of my identity in this research are my ' non-
disabledness ' (although if the dichotomy of disabled and non-disabled is rejected in 
favour of a continuum of bodily/mind capacities, following Parr and Butler (1999) thi s 
becomes less problematic) and my adultness. My position as a non-disabled adult eased 
my entry into primary school micro-spaces (cf. Evans, 2001). However, some di sabled 
academics question non-disabled people 's authority to conduct research on disability 
issues (Oliver, 1992), although many academics claim that non-disabled people can 
research di sability issues (Barnes, 1992, 1999; Imrie, 1997c; Kitchin, 1999, 2000; Stone 
and Priestley, 1996). Moreover some disabled academics have been criticised for 
misrepresenting disabled people 's experiences (other than white, male, paraplegics, 
Morris, 1991). This questions why one aspect of our fractured identities should be 
prioritised above others, in deciding to 'do' research . If academics researched only 
people like ' themselves', academia would be narrow, and this would conflict with calls 
to research 'others ' (Philo, 199 1). Research occurred with disabled and non-disabled 
children, as non-disabled people 's role in disablement within disableist societies is of 
academic interest (Gleeson, 1996; Imrie, 1996a; Imrie and Kumar, 1998; Kitchin, 
2000). Finally, it could be argued that researchers, are necessarily 'outsiders' (Gilbert, 
1994), or at least ' interlocutors ', moving between various identities (or 'heads ' : Maxey, 
1999), in a constant state of ' in-betweenness' (Katz, 1994). Furthermore, these spaces 
of difference are creative spaces of academic research (Rose, 1997). 
A further problematic of my identity is that as an adult, I am 'other' to children (Fine 
and Sandstrom, 1988), and due to children 's powerless position in society, the balance 
of power frequentl y li es with me. In researching with children, specific 
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ethicallmethodological issues anse . However, few would claim that only children 
should research chjldren (although see Alderson, 2000 for some ideas on how children 
can take the lead in research). The argument that children should only be researched by 
other children exposes the potential dangers of researching only people who are ' the 
same' as us. 
3.6 Conclusion 
This chapter has outlined the methods used in this study, and considered some of (he 
links between epistemology, methodology, method, ethical issues and claims to 
knowledge. By focusing on specific contextual incidents, the chapter has attempted to 
consider my fractured, context specific positionality and how it was informed 
by/through the research. This research is an ongoing endeavour, which has certainly not 
found all the answers of how (0 undertake this type of research, although some ways 
forward have emerged. The following chapters present the empirical findings gained 
from the methods employed. 
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Chapter Four 
Discourses of 'inclusion' and 'disability' within national and 
local policy, and two case-study school settings 
4.0 Introd uction 
This chapter exammes discourses of 'inclus ion' and 'disabi lity ' in national policy 
documents, and the case-study LEA and school settings. It is argued that despite 
national government policy increasingly encouraging the 'inclusion' of disabled 
children into mainstream schools COfEE, 1996), national policy contains some 
flexibility, allowing some children to be excluded from mainstream schools due to their 
mind-body characteristics. Given thi s flexibility , empirical findings from interviews 
with teachers! are drawn upon to examine how ' inclusion ' policy is interpreted within 
the LEA and two case-study schools. 
This chapter is divided into five main sections. Section 4.1 focuses on national policy 
documents and examines the meanings of disability and ' inclusion ', which they 
circulate. Section 4.2 examines LEA interpretations of 'inclusive' policy. [n Sections 
4.2 and 4.3 , discourses of ' inclusion ' as expressed by interviewees in Rose Hill and 
Church Street are illuminated. Section 4.5 discussed the different representations of 
'disability' that underpin ' inclusion' policy within the two schools. The final section 
draws the arguments together in a brief conclusion. 
I Teachers, Specia l Needs Assistants (SNAs). LEA and school managers were interviewed. All are 
labelled here as teachers 
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4.1 National policy documents: flexibility and discourses of 
'inclusion' and 'disability' 
This section sets the legislative and policy context for the examination of the inclusion 
of disabled ch.ildren in the two primary schools under investigation, by examining 
discourses of inclusion and disability in national policy documents. Research took 
place during a dynamic period within the context of national education policy, with a 
new draft Education Act (SENDA, DfES, 2001a) and associated Codes of Practice 
(DfES, 2001 b, c) being circulated. The SENDA (DtES, 2001a) extends the Disability 
Discrimination Act (Her Majesty's Stationary Office, 1995) to education provision, an 
area exempt from the original Act. Although it is possible that the circulation of these 
draft policies may have influenced actors' understandings of inclusion, discussion is 
limited to the statutory arrangements wlder the Education Act (1996). This was the 
legal framework in existence during the research period. 
The current stance of British central government towards the ' inclusion' of disabled 
children in schools would appear to be paradoxical. On the one hand, government 
policy towards SEN explicitly states that disabled children should be 'included' . On the 
other hand, policy pertaining to ' inclusion' is flexible , meaning that schools can 
continue to exclude children due to their individual impairments, notwithstanding recent 
attempts to prevent this (DFEE, 1996). For example, children can be excluded from 
mainstream schools if the following criteria of the Act are not met: 
'The conditions are that educating the child in a school which is not a special 
school is compatible with: a) his receiving the special educational provision 
which his learning difficulty calls for; b) the provision of efficient education for 
the chi ldren with whom he wi ll be educated, and; c) the efficient use of 
resources ' (DfEE, 1996 : 317/2). 
The absence of guidelines establishing acceptable criteria fo r exclusion in the Education 
Act (1996) is exemplified by recent policy initiatives that explicitly attempt to address 
this lacuna (DFES, 2001a, c). Therefore, current legislation contains conditions which 
head teachers and goverrung bodies can potentially draw upon to exclude those 
99 
Chapter Four 
children2 not considered ' in place ' in their school 
The focus on meeting individual children 's needs allows chi ldren to be excluded due to 
their individual characteristics, particularly the level , type or severity of their 
impairment. This is facilitated by the location of ' special needs' in the individual child, 
rather than the child-environment interface. The individualisation of SEN has been a 
characteristic of government policy on SEN since the Warnock Report (Department for 
Education and Science (DfES), 1979); a characteristic reinforced in the 1996 Act, which 
situates the 'special need' in the chi ld, rather than society's/schools' responses to the 
child. This is evident, for example, in the definition of' SEN' and ' learning difficulties' 
employed: 
'A child has 'special educational needs' ... if he has a learning difficulty which 
calls for special educational provision to be made for him . A child has a 
' learning difficulty' ... if: he has a significantly greater difficulty in learning 
than the majority of children of hi s age ... [or] he has a disability which either 
prevents or hinders him from making use of educational fac ilities of a kind 
generally provided for chi ldren of his age in schools within the area of the local 
education authority ... ' (DfEE, 1996, 312/1 -2 , emphasis added). 
This situates 'SEN' firmly within individual children (Ainscow, 1999). Hence, the SEN 
process reflects what Ol iver (l993a) labels the ' individual tragedy model' of disabi lity. 
Indeed, despite the ' inclusion ' agenda, the bulk of national documentation and guidance 
refers to the identification, categorisation and ' treatment ' of SEN, inscribed on 
individual chi ldren (DfEE, 1994). This involves children moving through a five-staged 
model of severity of SEN, and, should they meet the fifth stage and are awarded a 
' statement' , children become individually eligible for extra funding). The policy for 
identification and meeting SEN, outlined above, diagnoses and categorises some 
children as having 'SEN ' . 
The abundance of guidance regarding how to 'meet' SEN establishes a tension between 
the ' individualising' tendency of meeting chi ldren ' s needs and the 'generalising ' 
2 Parental preference is also significant as parents have a vo ice in school selection. desp ite some parents' 
enduring misconcept ions about the relative merits of special schoo ls Alderson and Goodey ( 1999). 
J The study LEA was changing to a streamlined three-staged SEN process, in September 200 I, refl ecting 
recommendat ions in the Draft Code of Practice (DfES, 200 I a). 
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process of 'inclusion ' . Dyson (200 I) discusses this tension, and he argues that the 
'generalising' impulses of inclusion, which endeavour to treat all children equally are 
limited by the need to 'meet the individual special needs' of children. However Dyson 
does not consider how this is situated within an education institution that is designed 
around the idea ofa ' normally developing' child, with children defined as 'special' (and 
hence the preserve of the special needs process), for falling outside of this norm. This is 
discussed in greater detail below. 
The Act is also based upon particular (dominant) discourses of childhood. For instance, 
there is a clear emphasis on age-related learning expectations, which is resonant of the 
' normally developing child' (James el al., 1998). Although these Piagetian models of 
age-related educational development, founded upon ideas of measurable intelligence 
have been subject to critique (Archard, 1993), the 'developing child' continues to 
dominate educational policy (James el al., \998), including SEN policy. That SEN 
policy is based upon the ' normally developing child ' is a crucial finding of this thesis. 
The combination of discourses of childhood and disability employed in national policy, 
results in the existence of an educational-medical model of disability. This arises as 
children with ' SEN' can be inscribed as 'di sabled ' through bodily differences (hence 
medical), or through not reaching levels of learning attainment expected of children of 
their age. It could be argued that this medical-educational model is a subset of the 
individual tTagedy model (See Chapter Two), which emphasises educational-cognitive 
and/or medical diagnosis and treatment. Importantly, the educational-medical model of 
disability firmly locates the ' problem ' of the disability/difficulty within the individual 
child, and underplays the role of the wider educational (or home) environment (Slee, 
1997). 
Along with defining ' SEN' under an educational-medical model, national policy fails to 
explicitly define ' inclusion ' . Instead, the 1996 Education Act focuses upon children 
being educated in mainstream schools. Within-school practices and children's cultural 
acceptance are not mentioned. The focus is on individual children adapting to the 
school. This suggests that national level ' inclusion ' policies mirror academic models of 
' integration ' (Farrell , 200 I). 
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In this section, national policy documentation regarding ' inclusion' and 'special needs ' 
has been briefly reviewed. It has been argued that at the national scale, inclusion 
involves various exclusions, due to the mind-body characteristics of individual children. 
Children can be categorised as having SEN on account of their individual mind-body 
characteristics, as the SEN process draws upon an educational-medical model of 
disability, which is underpinned by a ' normally developing' view of childhood. This 
model is identified as a sub-set of the individual tragedy model of disability, which 
locates the 'di sability' within the mind-body of the indiv idual child, who is identified as 
falling outside the path of ' normal development' . This generates a tension between the 
' generali sing' impulses of inclusion and the ' individualising' impulses of SEN. 
Moreover, guidance is not provided regarding which children should be 
included/excluded from the whole school space and ' inclusion' is not adequately 
defined. This provides a degree of flexibility for LEAs and schools to include-exclude 
children with different mind-body characteri sti cs in heterogeneous ways. This is 
discussed below. 
4.2 LEA interpretations of 'inclusive' SEN policy 
LEAs are significant mediators of national policy on SEN and inclusion (Ainscow et aI., 
1999). Recent decades have witnessed a gradual centralisation of education policy and 
increases in school level-management. These initiatives have eroded the power of the 
LEAs (Sharp, 2002). However, interviewees suggested that one of the central roles of 
LEAs is the identification of SEN and co-ordination of strategies to ' meet' children with 
SEN' needs. The LEA's interpretation of SEN/inclusion policy had a significant 
influence on the nature of inclusion within the case-study schools. LEA actors' 
interpretations and understandings of SEN/inclusive education are discussed in this 
section. 
The case study LEA was relatively phys ically ' inclusive' in terms of the proportion of 
all children and di sabled children attending mainstream schools (see Appendix 3.1 and 
3.2 and Chapter Three). However, the LEA approach to ' inclusion' differed to the 
Salamanca Statement (UNESCO, \ 994), which states that di sabled children should, 
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wherever possible, attend their local mainstream school. The LEA had a two-strand 
approach to including disabled children into mainstream schools , which focused on 
impairment specific ' special resource ' mainstream schools, and partnership schemes 
between mainstream and special schools. This approach reflects the most recent 
national policy (DfES, 2001 b), which suggests that 'inclusion ' should not necessaril y 
involve children attending their neighbourhood school. 
Special resource schools are clearly underpinned by the belief that some children are 
'different' and require 'special' resources. Moreover, these could become 'special ' 
mainstream schools, with a spatial concentration of disabled children with similar 
impairments, albeit being educated alongside non-disabled children. The existence of 
special resource schools is of particular significance to this study, as Rose Hill was such 
a school for physically disabled children. Schools such as Church Street, which were 
not connected to the main impulses of LEA activity were not eligible for extra funding, 
except for that provided by statements and the small sums available from the 
access ibility fund (Ms. Jones, Ms. Walker, LEA). As members of the Inclusion Project 
admitted that they seldom visited Church Street, it was also likely that Church Street 
would be isolated from the interpretation of ' inclusion' existing at the LEA level. 
Many special resource schools had special units wherein disabled children would spend 
a proportion of the school day. Moreover, in special-mainstream partnerships, children 
would start by spending some of their day in special , and some in mainstream schools. 
This emphasised that the LEA's ' inclusion' policy reflected ' integration ', stressing 
children 's ability in terms of their individual mind-body characteristics, to attend 
mainstream schools/classes, rather than expecting schools to change to cater for children 
with mind-body differences (Vlachou, 1997): 
' ... they have also got the addition of being part of a mainstream school, for 
certain things, or for everything, depending on the child's ability' (Ms. Carter, 
LEA). 
The quote above emphasises that key actors within the LEA considered ' inclusion' to 
depend upon a child 's ability to be included rather than schools' changing to 
accommodate all types of children. However, these policies must be considered within 
the context of limited resources and how teachers have been accustomed to consider 
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' special ' and ' mainstream ' teaching as distinct profess ions (Mousely el aI., 1998). 
Moreover, although members of the LEA were aware that mainstream schools would 
not drastically change to accept di sabled children, effotts were made to encourage 
flexibility and an inclusive culture within mainstream schools (Ms. l ones, LEA). 
Although the LEA was relatively pro-inclusion, members of the LEA argued that some 
children should always be excluded from mai nstream schools. These exclusions were 
based around an educational-medical model of disability, which located the disability 
within the individual child, as with national discourses. This suggests that local, as well 
as national discourses, present inclusion as applying to children that deviate further 
from an insidious ' norm '; rather than children with the whole range of mind-body 
characteristics. Members of the LEA drew upon educational-medical models of 
disability in identifying which children would be included-exc luded. Moreover, 
'disabled' children were contrasted with an un-stated ' norm' , particularly when 
interviewees highlighted the positive social aspects of inclusion, drawing upon 
' normalisation' discourses: 
' I can 't teach those kids to be a normal fourteen year old, because I don't know 
what they are. So they need to have their role model. They need to have their 
peers, to see blah, blah, blah, right?' (Ms. Carter, LEA). 
This educational-medical view of di sability was also embedded within a ' normally 
developing child ' (lames el al., 1998) against which di sabled (or abnormally 
developing) chi ldren were contrasted. This was particularly evident as interviewees 
di scussed how the gap between disabled and non-di sabled children increased with age: 
' . . . when they get older, the gap widens' (Ms. Carter, LEA). 
Despite drawing upon some aspects of an educational-medical model of disability, 
members of the LEA also held more critical views of disability. They often argued that 
schools and the curriculum can be a barrier to disabled children ' s participation: 
' But if the high school changed, to adapt to - probably smaller groups, and 
changed their curriculum, then they [disabled children] could cope' (Ms. l ones, 
LEA). 
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The access officer in the LEA worked to find solutions to the physical barriers that 
disabled children faced to inclusion, and members of the ' Inclusion Project' sought to 
find practical solutions to barriers to children 's inclusion into everyday cultural and 
academic aspects of schools. This suggests that members of the LEA also held critical 
views of disability as located at the individual-society interface. 
In this section, it has been identified that the LEA was significant in interpreting and 
mediating national ' inclusion' policy. In particular, the LEA's two-pronged approach to 
inclusion resulted in the existence of especial resource schools, such as Rose Hill. This 
influenced Rose Hill by fac ilitating the school' s ' inclusion' of a high proportion of 
physically disabled children. This may also have an influence on Church Street, as 
Church Street was relatively isolated from the impulses of inclusion. 
4.3 Professional discourses of 'inclusion' in Rose Hill 
This section examines the professional di scourses of ' inclusion' in Rose Hill. Rose Hill 
is a special resource school for phys ically di sabled children, and thus at the centre of 
local government drives towards the ' inclusion' of di sabled children. Rose Hill does 
not fa ll within an EAZ, and is thus relative ly iso lated from the wider ' social inclusion' 
debate. Therefore, the meanings of ' inclusion' , which dominate, draw upon debates 
surrounding ' inclusion' of children with disabilities into mainstream primary schools. 
4.3.1 Selective ' inclusion': physically disabled children, individual needs and 
accessing 'The Curriculum' 
Rose Hill was a physically inclusive school (see Chapter Three), and the head teacher 
contended that this inclusively was due to his personal belief that mainstream schools 
are the most suitable location for the education of some phys ica lly di sabled children. 
Indeed, the head teacher, Mr. Parker emphasised that Rose Hill was an inclusive school 
prior to the national government policy of ' inclusion' : 
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' . . . fi ve years ago we were still doing the same and inclusion wasn' t a priority. 
All of a sudden inclusion is the buzz word, you know? ... Now, last year fo r 
the first time, you got inclusive education. But we were already doing it' . 
In addition, the majority of teachers who were interviewed suggested that they agreed 
with the national and school level policy of ' inclusion' , fo r instance, Ms. Battey, SEN 
co-ordinator, claims ' I think urn, I think inclusion is excellent and I agree with it .. . for 
various reasons .. . ' . Teachers' commitment to inclusion is cOIUlected to their 
perceptions of what inclusion is and the purpose that it serves; di scussed in greater 
detail in Sections 4.3 .2 - 4.3 .4. However, when teachers were questioned regarding 
inclusion, the necess ity of excluding some children was consistently raised, with 
arguments based around the need to consider the individual characteri stics/needs of 
children. The second clause of Ms. Battey's sentence, cited above, is a representative 
example of thi s, as she goes on to argue: 
' ... there' s some children, urn, who' s needs just cannot be met in mai nstream. I 
think there is a place for those SOlt of special schools where their needs are so 
severe that they could not possibly be catered fo r we ll enough in a mainstream 
school' . 
As teachers themselves moved quickly onto the need for exclusions within interviews, 
thi s discuss ion now examines the di scourses and practices of physical exclusion from 
Rose Hill. This emphasises the limits of inclusion, particularl y as even in a school such 
as Rose Hill , which is physically inclusive, inclusion was selective and involved various 
exclusions. This is situated within national and local policy di scourses (Section 4.1 and 
4.2). Children were included/excluded from Rose Hill according to their individual 
characteristics, and this represents an acceptance of an individual tragedy model of 
disability (Oliver, 1993a, 1996), in particular an educational-medical model (see Section 
4.1 ). 
A high proportion of children with physical di sabilities and/or learning di sabilities 
attended Rose Hill. The presence of the former group in particular is located within the 
LEAs approach to ' inclusion' , which established impairment specific resourced schools. 
This also reflected a personal commitment from the head teacher to ' include' physica ll y 
disabled children in the school. However, members of Rose Hill di scussed examples of 
children being excluded from the school, either by not being permitted to attend, or by 
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removal from the school. Rose Hill's situation within a network of special needs 
provision, from which Church Street was relatively isolated, potentially increased the 
number of applications for places for disabled chi ldren; some of whom were represented 
as 'out of place' in the school. 
Importantly, it was noted that an ' individual needs' discourse was frequently utilised to 
exclude some children on the grounds of their impairments. This was used to exclude 
children considered to be ' too disabled ' to be educated in the mainstream, and 
demonstrated that Rose Hill 'included' children with a wider, rather than the whole, 
range of mind-body capacities. For instance, Ms. Westwood (lower set, Year Four 
teacher, Rose Hill), argued: 
'I think there are times when - because we've got to look that every chi ld 
achieves their maximum potential ... You know, she is in a special school, she 
is quadriplegic, she 's got no eyes, she's got no digestive tract, the quality of life 
they can give her because of the specialist resourcing that they - they have a 
hydrotherapy pool, they' ve got a light sensitive room, they've got a sound room 
.. . But you could never give them that sort of experience in a mainstream 
school, because funding just isn't appropriate, and sometimes the medical care 
that they need as well as the educational care is beyond the scope of the 
mainstream school to give'. 
Ms. Westwood's discussion is clearly situated within ' immanent child' understanding of 
childhood (lames et aI., 1998), as she highlights the importance of every chi ld being 
given the opportunity to reach his or her individual potential. Moreover, this in-depth 
discussion of chi ldren's needs is also underpinned by a sense that the scope for 
mainstream to adapt to include disabled children is limited, and that mainstream schools 
could not be expected to have the faci lities found in special schools. This reflects 
academic understanding of 'integration' rather than 'inclusion' (see Section 4.3.1). 
However, it can be argued that these teachers are express ing a common-sense view of 
what happens (rather than what should happen) in schools (Mousely et aI., 1998). 
Evidently, wider geographical and historical processes inform actors' interpretations of 
'inclusion' . These include past rounds of investment, with the associated concentration 
of faci lities in segregated special schools, along with CUlTent constraints operating on 
schools (Section 4.3.1). 
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This 'needs discourse' frequent ly masked other concerns. For instance, dominant 
discourses within the school suggested that children should be able to access the 
'Curriculum ' (i.e . the formal, National Curriculum). This is exemplified by the 
following quote from the head teacher: 
'So it's really important that you see us in the context of a mainstream primary 
school offering resources and places for children who can access the 
mainstream Curriculum, and that's, that's one of the criteria for us' (Mr. 
Parker, head teacher, Rose Hill). 
This suggests that the National Curriculum is not the entitlement Curriculum that it 
purports to be. This viewpoint supports the findings of previous studies (e.g. Alderson 
and Goodey, 1998). In Rose Hill, the ability to access the Curriculum was most 
rigorously applied to chi ldren with physical disabilities. Therefore, ch ildren can be 
inscribed as 'disabled' through a combination of medical and educational discourses, 
and when these operate in conjunction, children are most likely to be excluded from 
Rose Hill. This is discussed further in Section 4.5. These discourses generall y led to 
exclusions at specific transition phases in the school, such as between Key Stages. This 
suggests that models of disabi li ty were mediated by age-related developmental 
expectations. Disabled children were contrasted with the 'normall y developing child ', 
and this is discussed in greater detail below. 
A further dominant consideration leading to the potential exclusion of children from 
Rose Hill was that of the needs of the non-disabled children. This again must be viewed 
in relation to caveats to inclusion established in national policy discourses (Section 4.1). 
This proviso was differently interpreted between Rose Hill and Church Street, with non-
disabled children's needs being accorded greater priority in Rose Hill. The quotation 
below, which describes when a child should be excluded from the school, illustrates this 
point: 
' If it demands so much attention from the teacher or the principle or other 
teachers in the room, that's to the detriment of the kids themselves, so - when it 
becomes difficult to manage' (Mr. Taylor, class 4.2 teacher, Rose Hill). 
In Rose Hill, some members of staff felt that physically disabled children should be 
excluded if they are a threat to the safety of other children. This demonstrates again that 
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children who are subject to more than one type of classification of ' disabled ' are most 
likely to be excluded, or categorised as requiring exclusion, from Rose Hill : 
' I think that maybe there would be a place for children who are very violent and 
disabled. Because it would be sensible to keep them away if they ' re violent' 
(Ms. Peters, class 4.1 teacher, Rose Hill). 
A needs discourse was also drawn upon to exclude children with complex medical 
needs. This also served to delimit the nature and purpose of the school. Mr. Parker 
justified the exclusion (by refusal of entry) of a particular child by drawing upon a 
dichotomy between health and educational facilities: 
' Well there's another difficulty between health and education, I'm afraid, and 
we don ' t. In terms of medical health. 1 mean, we couldn't have - I couldn't 
make a case for a nurse in the school, we don't need it. If had a child like that, 
one child, then we'd be changing the nature - which I don ' t think is wrong, but 
we would be recognising that we're changing the nature of the school and we 
would then be taking a different - I mean it wouldn't be worth it for one child. 
So then you'd have to say that you recognise that thi s is a need, therefore there 
are going to be other children coming in' (Mr. Parker, head teacher, Rose Hill) . 
This suggests that physically di sabled children could be excluded from the school 
due to having a disability that requires intensive medical treatment, as well as by 
being inscribed with more than one disabi lity label (as above). 
Although in di scussions of exclusion, many interviewees implicitly drew upon concepts 
of normality and difference, teachers rarely explicitly claimed that children who were 
'too different' should be placed in special schools. Mr. Taylor (class 4.2 teacher, Rose 
Hill) however, openly stated: 
' I think when it becomes uncomfortable for the child themselves, whatever 
differences there may be and if those differences become uncomfortable for the 
children around them. ' 
This quotation is clearly underpinned by a sense of normality and difference, a lynch-
pin within the individual tragedy model of disability, influencing the educational-
medical model. This is examined in greater detail in Section 4.5. 
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It has been established that interviewees in Rose Hill considered inclusion to involve an 
absent other, ' exclusion' . This reflects national and local policy. Children were 
frequently identifi ed for exclusion due to their individual mind-body characteri stics , 
which suggests an underlying individual tragedy model of di sability. In Rose Hill, 
children were included/excluded on the grounds of their capacity to 'access ' the 
curricul um. This reflects the wider educational ethos of the school, actors ' personal 
experience and beliefs and the school' s position as a special resource school fo r 
physically disabled children. 
4.3.2 'II/clusiol/ ' o/physically disabled children into all aspects O/ScllOollife 
Rose Hill' s status as a special resource school for children with physica l impairments 
had material and cultural impacts on the schoo l. In material terms, Rose Hill had a high 
proportion of physically disabled children within the school, and received extra fund ing 
to cater for these children. Culturally, the dominant professional discourse of 
' inclusion' in Rose Hill generally referred to physically disabled children. Teacher 
interviewees in Rose Hill equated inclusion with the most obviously di sabled group of 
children, those with physical disabilities. 
Assumptions that inclusion principally concerns the most evidently di sabled children 
(who would have attended special schools in the past) can render children with less 
obvious disabilities, such as those with learning di sabilities and EBD, re latively 
invisible. This parallels findings from previous studies (S lee, 1997). Moreover, a 
common mis-understanding of disability is to homogenise all disabled people as 
physically disabled (Imrie, 1996a). In Rose Hill, the di scourses applied by teachers 
suggested that thi s homogenisation of di sability was being (re )produced in thi s context 
(this is discussed in more detail in Section 4.5). 
Although many interv iewees identified inclusion as involving exclusion of those 
children who could not ' fit in' to the school, and as principally involving physically 
disabled children, some elements of teacher discourses of inclusion reflected facets of 
academic understandings of ' inclusion'. For instance, the dominant discourse 
emphasised equali ty of opportunities within different school spaces and activities 
(Ainscow, 1999). This may have been related in relation to the schools ' location at the 
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centre of LEA inclusion policy, although actors' existing understandings cannot be 
ignored. 
In Rose Hill 'inclusion' was generally equated with the physical location of children 
into the mainstream school setting. However, it was also deemed to demand the 
' inclusion ' of ' the disabled children ' into all activities and spaces of the school. This 
more closely parallels academic understandings of ' inclusion ' (Vlachou, 1997). Thus 
physically disabled children were taught in mainstream classrooms with their non-
disabled peers. Ms. Battey (SENco, Rose Hill) sums up this policy: 
'There 's no ... it's exactly the same, and if they can ' t do things because they 
physically can ' t, like hockey, or something, then they have a hockey stick and 
they actually play in the chair. Or they do physio in that time. Because we try 
to include them as much as we can'. 
In general, only one physically disabled child would be present in any given class (due 
to what were perceived as practical constraints). This dispersal of disabled children 
restricted disabled children's opportunities to construct specifically disabled spaces, and 
this reflects a critique raised by Cook et at. ' s (2001) critiques of ' inclusion ' . 
Some interviewees within the school demonstrated very critical understandings of 
inclusion, for instance by differentiating between ' inclusion' and 'integration " as Ms. 
Barker (SNA, class 4.3, Rose Hill) argued: 
' Integration, to me would mean sort of - a child who ' s being gradually 
integrated into a - mainstream school from a special school. Inclusion is 
literally including a child, who's got equal opportunities right across the board.' 
Although Ms. Barker's distinctions between integration and inclusion were not 
representative of dominant academic view (Farrell, 200 I), she identified a conceptual 
shift between the two terms. 
In contrast, some teachers, like Ms. Peters, whilst considering inclusion to relate to the 
'within school' access of disabled children to all micro-spaces, used the terms inclusion 
and integration interchangeably: 
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'And because the - the disabled children are in assembly, they're with us all the 
time, they eat with us, with the other kids, they do everything we do. They're so 
well integrated ' (Ms. Peters, class 4.1 teacher, Rose Hill). 
This suggests that teachers can represent facets of the integration/inclusion process in 
similar ways to academics, without necessarily drawing a distinction between different 
academic and policy labels. Dominant discoW'ses of inclusion in Rose Hill further 
reflected academic understandings by emphasising cultural inclusion, school 
'community' and acceptance of ' difference' , as discussed below. 
4.3.3 'Welcome members' of tile scllool commllnity and acceptance of all difference 
In Rose Hill, 'inclusion' was cons idered by all respondents to involve treating disabled 
children as welcome members of the school community. Moreover, although 
interviewees ' discussions of ' inclusion ' generally focused upon physically disabled 
chi ldren, as the interviews unfolded, some teachers highlighted the links between 
' including' disabled children, and a general acceptance of all types of difference within 
the school community. This represents academic discoW'ses (Armstrong et al., 2000). 
For instance, Ms. Westwood argued that: 
'The children in wheelchairs just form another dimension. We've got a lot of 
chi ldren from different ethic backgrounds, urn - the Muslim cultW'e is strong in 
the area, but again, it's inclusion and it doesn't matter on abi lity, colour, creed, 
they ' re included' (Ms. Westwood, lower set year four teacher, Rose Hill). 
The majority of interviewees claimed that the whole-school ethos was positive and 
cohesive, accepting of diversity and emphasising achievement. This reflects many of 
the characteristics establi shed by academics of an ' inclusive ' school (Booth and 
Ainscow, 2002). However, it is noted in Chapters Five and Six that everyday social 
practices reproduced/contested idealised representations of ' inclusion' within the 
internal space(s) of the school. 
In Rose Hill, emphasis was placed on physically disabled children being treated ' the 
same' as non-disabled children. The major way that this was thought to be achieved 
was through the presence of physically disabled chi ldren in all school spaces, and 
perceived equal opportunities in .terms of within-school activities. 
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4.3.4 Access to academic alld social opportllllities 
This equality of opportunities was pervasively held to benefit physically disabled 
children, particularly due to disabled children having access to the range of academic 
opportunities available in mainstream schools: 
'I know the majority of the children who have physical disabilities, if they went 
into a special school, urn, they wouldn't get as much out as they get here. Urn , 
because we have, because we're mainstream, we focus on their learning as 
much as on their physical needs, whereas if they were in a special school, it 
would be their physical needs first and then their learning would come second . 
... So I think they get more out of it that way themselves, from the learning 
point of view, the things that they do ... ' (Ms. Battey, SENco, Rose Hill). 
This focus on the academic opportunities represents the academic orientation of the 
school and the selection criteria applied to physically disabled children. This also 
represented an understanding of 'education ' by powerful actors within the school, in 
which academic and pastoral criteria were held as of equal importance. 
Further evidence that formal learning oppOltunities for disabled children were fore-
grounded in Rose Hill was that 'included ' di sabled children had their projected futures 
in mainstream secondary schools. Children with physical disabilities were expected to 
attend a particular ' resourced' secondary school. This enabled these children to gain 
access to formal educational qualifications (a perceived benefit of inclusive education, 
Barton, 1993). As the majority of all children in the school would attend this particular 
secondary school , disabled and non-disabled peers were projected to spend their entire 
school life together. 
Thus ' inclusion' was considered to have social benefits for disabled and non-disabled 
children. Yet few respondents felt that di sabled children could' learn ' to become more 
'normal ' through their interaction with non-disabled children. It is possible that thi s 
reflects a rejection of ' normalisation' (see Vlachou, 1997, for discuss ion of 
normalisation). However, the medical diagnosis inscribed on many children in Rose 
Hill could influence this finding. Despite the absence of a normalisation discourse, 
some teachers counterpoised disabled and ' normal ' children, which implicitly constructs 
non-disabled children as 'abnormal'. For example, Ms. Barker (SNA, class 4.2) drew 
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upon this dichotomy when she discussed the social benefits of mainstream school for a 
di sabled child, Nelson: 'Mixing with children that are normal and don' t have any 
difficulties'. As highlighted above, Ms . Barker also made a distinction between 
integration and inclusion, and this suggests that individual teachers can draw upon 
apparently confli cting di scourses of ' inclusion' and/or 'disability'. 
The social benefit s for non-disabled children were viewed to be providing non-disabled 
children the opportuni ty to learn to care for disabled children, and to develop more 
affirmative models of di sability. In the words of Ms. Battey, SENco at Rose Hill: ' I 
think the other children .. . like to look after children who are di sabled '. Emphasising 
hierarchical 'caring' relationships between disabled and non-disabled children can lead 
to constructi ng disabled children as dependent. Dependence has many negative 
connotations in contemporary Western societies (Morri s, 199 1; [rwin, 200 1). 
However, some teachers in Rose Hill demonstrated more critical understandings of 
'dependence ' (see Section 4.5 fo r a fuller discussion). 
Many teacher interviewees represented ' inclusion' (in the way that it was interpreted 
within the school) as leading to affirmative understandings of di sability for non-disabled 
children. Ms. Westwood (lower set year fo ur teacher, Rose Hill) discusses a recent 
event, in order to illustrate the non-disabled children' s positive attitudes towards all 
types of disability: 
, ... adults from a learning support centre and the way that our children reacted 
to them, 1 think highlighted the fact that they are so used to children with 
diffe rent abilities within our school, that when they came across adults with 
di fferent abilities they were just very positive. They encouraged the adults to 
join in with all the diffe rent activities and things like that. I think they have a 
wonderfu l insight into the challenges that others have to face ' . 
Ms. Westwood also draws upon affi rmative models of (di s)ability, as suggested by the 
use of the term ' different abilities ' rather than disabil iti es. However, it is not clear 
whether the 'challenges ' that disabled people faced were considered by Ms. Westwood 
to be located within the disabled person themselves, or as the result of di sableist social 
relations. (Teachers ' affirmative representations of di sability are discussed in greater 
detai l in Section 4.5). 
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The role of presenting affirmative models of disability to non-disabled children was 
emphasised more strongly by Mr. Parker, when he considered how the development of 
inclusive schools could promote more ' inclusive ' societies that accept and celebrate 
'difference'. Mr. Parker explicitly draws upon the school - society dialectic, 
particularly in considering how schools can be part of a project to promote a more 
' inclusive ' society: 
'But more than that the interactions with the children. Um, really at the end of 
the day it's more reflective of society. You have a choice to make. You either 
have people who are regarded as separate and put in special places, or you try to 
have a - inclusive society. So therefore an inclusive society needs inclusive 
schools ... It is about recognising that society has different people in, and they 
need to recognise that different people have different views and that ' s really 
what the benefits are to chi ldren. Because it's a microcosm of society' (Mr. 
Parker, head teacher, Rose Hill). 
Along with suggesting an acceptance of schools ' hidden ro le, to ' teach ' children to 
become a productive citizen, this statement strongly reflects academic debates (Thomas, 
1997). Therefore, some teachers and SNAs draw upon (and potentially contribute to) 
wider academic debates regarding the benefits and nature of ' inclusion' . 
4.3.5 Summary 
This section has ' discussed discourses of ' inclusion ' within Rose Hill. In line with 
national and local policy, inclusion was defined as necessitating various exclusions, on 
the grounds of individual children 's mind-body characteristics. In Rose Hill these 
exclusions were most often applied to children with a dual or multiple diagnosis of mind 
and body disability. This discussion has provided one example of the multiple ways 
that inclusion-exclusion could be interpreted within schools. In Rose Hill many 
competing understandings of ' inclusion' existed, although powerful actors frequently 
interpreted inclusion in ways that reflected academic discourses. 
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4.4 Professional discourses of 'inclusion' in Church Street 
This section focuses upon the representations of inclusion provided by teachers from 
Church Street, during semi-structured interviews. It is argued here that meanings of 
' inclusion' are mediated by debates surrounding social 'inclusion' as at1iculated in 
EAZs. This is due to Church Street's location in an area with a relatively high level of 
socio-economic exclusion, covered by an EAZ. However, many aspects of teacher 
discourses of ' inclusion' are also reflective of those employed in central goverrunent 
SEN literature. 
4.4.1 Selective 'i/lelusio/l' - individual children's /leeds,protecting disabled childrell 
a/ld the child as 11 dl1/1ger 
Church Street was a relatively physically inclusive school (see Chapter Three). Slightly 
contrasting explanations were forwarded fo r the school's inclusiveness. For instance, 
the head teacher (echoing the head teacher in Rose Hill), emphasised a personal 
commitment to inclusion - grounded in her perception of what inclusion is, as discussed 
in Sections 4.4.2-4.4.3. In contrast, Ms. Gregson contended that, due to the school' s 
precarious position, all children were included, in order to make up the num bers, as a 
school's funding depends upon the number of pupils on ro ll. In common with Rose 
Hill , the majority of adult interv iewees claimed that they had a personal belief in 
inclusion. For instance, Ms. Massey (c lass 5.3 teacher) claims: ' I think [inclusion) is 
great, it' s a really worthwhile thing'. As in Rose Hill , teacher' s views on inclusion were 
closely succeeded by their opinions as to the limits of inclusion. In contrast to Rose 
Hill , teachers' expressions of the constraints to inclusion were frequently couched in 
terms of a lack of resources. As Ms. Gregson (SENco) , argues: 
' I think [inclusion) is a great idea, up to a point, and the point is that it ' s not 
funded properl y, and a lot of these children do need - a person with them, and 
that's not what happens, so - it does fa ll down a bit ... '. 
This suggests that some teachers in Church Street considered ' inclusion ' to involve the 
relocation of particular groups of children, and emphasised resource issues (Arm strong 
et ai., 2000). Furthermore, there is a suggestion that thi s specia l group of children need 
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to be individually allocated an adult helper (a common interpretation of the SEN 
institution, see for instance Shaw, 1998). The findings presented above also suggest 
that inclusion does not receive adequate funding in some contexts (cf. Kauffman and 
Hallahan, 1995). 
Although many teachers emphasised resource constraints to inclusion, many 
interviewees in Church Street argued that some children should be excluded from 
mainstream school due to their personal characteristics. This demonstrates an 
individual tragedy model of disability (see Section 4.5) and reflects discourses in Rose 
Hill and national policy. The major discourses utilised to justify concrete examples of 
children being excluded or a desire to exclude children were those of: (i) 'meeting 
children's needs', (ii) ' protecting disabled children ' and (iii) 'the child as a danger to 
other children and staff'. The types of individual characteristics for which children 
where included/excluded in Church Street differed to those in Rose Hill , highlighting 
that individual schools within the same LEA can vary in their response to inclusion. 
Few children were excluded from Church Street, either by being removed from the 
school or by being refused entry. Indeed, Church Street was identified by interviews 
and ethnographic research as physically ' inclusive ' , in that a relatively high proportion 
of students were disabled children (see Chapter Three). The school also included 
children with a range of di sabilities, in contrast with Rose Hill, where most children had 
either learning and/or physical disabilities. This was not associated with any special 
resource status, and the 'official' reason for the school 's relative inclusiveness was an 
accepting ethos (Ms. Trim, head teacher, Church Street). However some teachers 
suggested that this was a strategy for the school's survival (Ms. Gregson, SENco, 
Church Street, see Chapter Three). 
Despite few children being excluded from Church Street, many children'S predicted 
futures were in segregated 'special ' secondary schools. This was associated with 
representations of secondary schools as inherently inflexible and ' unwelcoming', large 
settings in which disabled children would be unable to cope. It was considered 
impossible for secondary schools to change in order to include disabled children. Many 
teachers cited competing external pressures as a reason for this. This suggests that 
teachers' deflllitions of inclusion most closely represented academic understandings of 
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integration (Armstrong et aI. , 2000). Age-related developmental expectations, in line 
with the social construct of the 'developing chi ld ' (James et aI. , 1998; Valentine, 
I 997a), also underpirU1ed these exclusions. 
Although few children were excluded from Church Street, many teachers felt that there 
were instances when children should be excluded. Interviewees both gave specific 
examples of individual children who they felt should be exc luded, and discussed the 
characteristics for which chi ldren should be excluded in the abstract. A common 
discourse drawn upon to justifY (a desire for) exclusion was that of 'meeting the needs 
of the disabled chi ld '. Teachers sometimes emphasised that children's 'needs ' would 
catered for most appropriately in a special school. This was underpinned by an 
' immanent' view of childhood, which emphasises the individual children's unique 
potential (James et al. , 1998). This view often coincided with a perception that schools 
are relatively inflexible, a line of reasoning that FarTe ll (2001) argues is more 
representative of ' integration' than 'inclusion' . The fo llowing quote exemplifies this 
point: 
'r think the children need the one to one that they will get in specia l schools. 
Certainly, Rosie who is going to have to be prepared for a life where she is 
probably blind or very limited eyesight and deaf or very limited hearing. High 
school staff can ' t do that. High school staff don ' t have the expertise to do that, 
and it would be unfair to ask them ' (Ms. Mason, class 4.2 teacher, Church 
Street). 
This quote reveals that teachers ' understandings of chi ldhood drew upon the 'immanent 
child' , emphasising that children are individuals, who require particular conditions to 
reach their personal potential (lames et al. , 1998). This view of childhood, like the 
'developing child' , represents childhood as a state of 'becoming' adults. Along with 
presenting Rosie' s future as radically different to her non-disabled counterparts (see 
Shakespeare and Watson, 1998); a representation which must be considered in relation 
to a disableist wider society, Ms. Mason also (re)produces a dichotomy between 
mainstream and special school teachers. This dualism presents special school teaching 
as an 'expert' profession; distinct from mainstream school teachers (Barton, 1993; 
Oliver, 1996; Vlachou, 1997). This distinction between special needs and mainstream 
school teachers is perhaps unsurprising, as special schools teachers have been expected 
to undertake specific training (Vachlou, 1997). As mainstream teachers have 
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historically been presented as unable to educate disabled children, it is, perhaps, 
unsurprising that some mainstream teachers continue to consider themselves unqualified 
to teach disabled pupils (Mousely el al., 1998). The continuing 'expert' status given to 
special school teachers emphasises and reproduces the continued influence of a 
reconfigured special needs institution 
In addition, it is necessary to situate teachers ' optntons on 'suitable settings ' for 
'meeting disabled children's needs ' within political-economic considerations, which 
emanate from beyond the school. Mr Keegan (class 5.2 teacher, Church Street) 
highlights that special schools have: 
'got the facilities to give them all the skills they need, where in here, it's all 
right them mixing, but their learning is limited ... ' . 
In line with the dominant discourse, Mr Keegan represents ' inclusion' as fulfilling a 
largely social, rather than academic, purpose for disabled children. Moreover, the 
concentration of specialist facilities in segregated schools reflects previous rounds of 
investment (Harvey, 1985). This previous investment generates a certain material and 
cultural friction to change, especially in relation to the 'efficient use of resources ' caveat 
in the Education Act (DfEE, 1996). Furthermore, Mr Keegan, along with many 
teachers, presents segregated facilities as ' special' in comparison to mainstream schools 
(an assumption problematised by Alderson and Goodey, 1998). 
The economic resources and constraints within which schools are situated influences 
how far schools can adapt to include disabled children. The academic ' ideal ' of 
inclusion involves schools becoming flexible in order to accept children with a wider 
range of mind-body characteristics (Armstrong el ai., 2000; Farrell , 2001). However, 
teachers' everyday experience suggests that this is impractical given resource 
constraints. As Ms. Gregson (SENco, Church Street) states: 
' ... children with moderate learning difficulties ... learn so slowly that you need 
endless time and skill , and teaching time is at a premium, because you've got 
other children to deal with. So I don't think we meet their needs, only up to a 
point, I'd say'. 
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All of these respondents claimed that special schools provided the most appropriate 
setting to fulfil children's potential. However, their discussions are underpinned by the 
sense that some children are extremely 'different' to other children, with different skills 
being required to teach these children. This reflects an individual tragedy model of 
disability (discussed in greater detail in Section 4.5 below). There is also an 
undercurrent of schools being inflexible places, which can only adapt to include 
chi ldren with a slightly wider range of mind-body characteristics than was previously 
the case. This must be understood in relation to the resource constraints within which 
schools operate (and are differentially located, see Chapters Three and Seven). There is 
also often a suggestion that disabled children need to be prepared for 'other' adult lives, 
as a 'permanent chi ld ', typified by dependency (Middleton, 1996: 53; see also 
Shakespeare and Watson, 1998). As Ms. Trim commented: 
' ... making toast...going out shopping, going on the bus, to get them, so that 
they can cope with living in, normal society. They need more of that when they 
go to secondary school, and rather less [ ... ] Science, and History or whatever, 
because [ ... ] it doesn ' t make a lot of sense to them ' (Ms. Trim, head teacher, 
Church Street). 
Many respondents felt that disabled chi ldren should attend special schools rather than 
mainstream high schools for their own protection. Ms. Gregson's (SENco, Church 
Street) provides an example of this view-point: 
'He [a child with learning disabilities] just wouldn't cope in a normal school. 
He just wouldn't stand a chance. From - the bullying point of view, he 'd be 
clobbered straight away.' 
According to Alderson and Goodey (1998) the perceived need to protect disabled 
children from being bullied on account of their difference, is a key reason for many 
parents se lecting a ' special' school for their child. Alderson and Goodey expose the 
assumptions of ' normality' and ' difference ' underlying these 'protective' discourses of 
disabled childhood: 
' Separate schools are not seen as essential protections against taunts about 
poverty or ethnicity. Moves to open such schools would be seen as validating 
discrimination, and teaching students to accept apartheid. Separate schools for 
disabled and disturbed students powerfully imply that there is a cruel truth in 
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teasing them and that ordinary children should not have to mix with impaired 
ones' (Alderson and Goodey 1998: 155-1 56) 
Teachers in Church Street also used the discourse of meeting children's needs in 
heterogeneous ways. Along with representing a belief in the interests of disabled 
children (although these may have been underpinned by disableist assumptions), a 
' needs ' discourse was also be used to cloak di ffe rent interests. For instance , needs 
discourses were used to discursively or physically exclude children that were considered 
a dange r to other children and staff, or who were constructed as difficult to teach. This 
is exemplified in the quote below: 
' I think for certain children with very challenging behaviour, who are violent to 
[ ... ) children and staff, it' s not. It 's just not the right place to meet that child 's 
needs, because there's too much unstructured time .... ' (Ms. Gregson, SENco, 
Church Street). 
Some teachers used a ' needs' discourse to argue that children with ' learning difficulties ' 
who are difficult to teach, should be excluded from mainstream schools. However, thi s 
was a less dominant theme than the necess ity of exclusion on behavioural grounds. The 
fo llowing excerpt provides an example of thi s point: 
' I think it [inclusion) is rubbish. Because children need to be at special schools 
to be cared fo r, with speciali st teachers in a speciali st environment where 
they ' re getting what they need. Now they' re in the classroom, they' re stuck at 
the back of the classroom being looked down on, they' re way behind .... Well, 
some can do the same kind of work, but I expect them to do it slower, less 
neatly, [ .. . ] it's going to take longer for them to compute it through, they' re 
going to be noisier, their concentration level's going to be less, so they' ll get 
easily distracted. They are going to, in turn, distract the others, which is what I 
don 't want really, because I want to develop these children' (Ms. McClain, 
class 5.1 teacher, Church Street). 
Ms. McClain is not compelled to locate children with learning disabilities at the back of 
the class. Instead, this classroom layout reflected a decision taken by thi s teacher, 
which contrasted with the seati ng arrangements within the majority of classes (see 
Chapter Six). Findings presented in Chapter Six also suggest that it is Ms. McClain 's 
labelling practices which leads to these children being ' looked down on' . Moreover, 
Ms. McClain had a very narrow view of the types of children she wanted to teach, and 
thought that all children with disabi liti es or very mild learning difficulties should be in 
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special schools. Her views differed from those held by the majority of the teachers in 
Church Street. 
Some teachers did not mask their desire to exclude ' unruly ' children beneath a veneer of 
a ' needs discourse ' . Instead, parti cular these interviewees drew directl y upon 
discourses of the 'child as a danger' to pupils and staff, as illustrated by the following 
quote: 
' [Inclusion is a good thing] for some children, but not for the most disruptive 
who are not only a danger to others, they' re a danger to themselves' (Ms. 
French, class 4.3 teacher, Church Street). 
This di scussion draws upon images of unruly children who may be a threat to other 
' illlocent' (' little angel ', Valentine, 1996a) children and members of staff. These 
children are being constructed as ' little devils' (Valentine, 1996a), who can disrupt 
civilised society, wi thin the school. Moreover, these children were understood to 
belong to particular socio-economic groups, and their parents were represented as 
unable to develop the ' immanent potential ' of their children (see Section 4.3.3). These 
di scourses reflect the original arguments fo r establi shing schools, in controlling the 
unruly working classes (Valentine, 200 I), and those used to exclude the most deviant 
(Ploszaj ska, 1994). In thi s instance, some children of the ' new unemployed classes ' 
(Field, 1989) are presented as so unruly that they require exclusion from mainstream 
schools. These arguments need to be contextualised within schools' ro les of promoting 
docile bodies, and as a site of protection for children (and, to a lesser extent, teachers). 
Moreover, an appreciation of the many competing pressures that teachers experi ence is 
required. For instance: 
' I think there are too many pupils with behavioural difficulties in mainstream 
schools these days though, and - urn, well , it makes teaching more di fficult , 
because, urn - well , it 's just a disruption really ' (Ms. French, class 4.3 teacher, 
Church Street). 
Thus, through a combination of ' children 's needs' di scourses, and di scourses that more 
actively construct unruly children as ' li tt le devils' , children with EBD are represented as 
the group as most requiring exc lusion from the whole-school space of Church Street. 
Few children were actually excluded from the whole-school space (see Section 4.3. 1). 
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This represents teachers' unequal power to determine whole-school policy, as teachers 
were differently empowered to exclude children they considered 'out of place' in the 
school. Many teachers' labelling of children with EBD as 'out of place' in the school 
directly conflicts with the 'official ' school ethos that promotes acceptance of children 
with behavioural difficulties (see Chapter Five). Despite this , the only reported cases of 
children being removed from the school involved children who had been violent. For 
example: 
' ... [the boy who got excluded] used to attack members of staff with anything 
that came to hand .... Now [the other boy who was excluded], the same situation 
.... the final straw with him was when he - absconded, followed by Ms. Miller, 
his SNA. He .. ' walked, not ran, walked across all six lanes of the motorway -
yelling to Ms. Miller 'come on then, come and get me.' At that point we said 
for his safety, and for ours, we just can't have him' (Ms. Trim, head teacher, 
Church Street). 
In Rose Hill , it was emphasised that children were generally excluded on the grounds of 
their medica III earning diagnosis. In contrast, in Church Street, children were excluded 
on behavioural grounds. However, this could be partially attributable to the different 
socio-spatial locations of the schools. Many teachers in Church Street emphasised the 
significance of the school's location in an area with high levels of social exclusion, to 
the level of violence and aggression di splayed within the school (see also Chapter Five). 
Thus, children who were excluded from Church Street displayed levels of violence and 
aggression beyond that discussed or observed in Rose Hill. 
4.4.2 'Social inclusion', physicallocatioJl ill the school and focus on providing for 
individual skill requirements 
As highlighted in Chapter Three, Church Street was located within an EAZ. Although 
EAZs focus on secondary schools, Church Street was influenced by both the discourses 
of 'social inclusion ' current in EAZs, and the presence of a learning mentor. Thus, 
discourses of ' inclusion ' employed by actors in Church Street, and what was considered 
to be ' inclusive ' practice were dominated by the 'social inclusion' agenda. Although 
teachers in Church Street shared some facets of academic and national policy 
understandings of ' inclusion ', it was not a resource school for disabled children. Thus, 
it operates in relative isolation from the major impulses of ' inclusion' at the LEA level. 
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It has been argued that the 'social inclusion' agenda, as interpreted in the education 
sector, focuses on individual children 's needs being met, rather than their 'inclusion' 
into all school spaces and activities, or cultural acceptance. Furthermore, Farrell (2001) 
claims that the social inclusion agenda takes an instrumental view of education as skills 
outcomes. This instrumental view of education conflicts with that held by the majority 
of teachers in Church Street, where education was regarded as developing the whole 
child (resonant of the ' immanent child': lames et al. , 1998). For instance, the head 
teacher claims that education: 
' .. . is about enrichment, about providing as many and as varied opportunities, 
whether it's residential holidays, theatre visits, artists coming in, dance groups 
coming in ... ' (Ms. Trim, head teacher, Church Street). 
Despite this view of education, an emphasis on individual needs and sk ills, rather than 
' inclusion' into all activities and places within the school , was evident in the dominant 
discourses and practices of ' inclusion ' in Church Street. Skills were generally (but not 
exclusively) taught to enable children to reach their potential (as ' immanent children, 
lames et al., 1998), rather than reaching age-related benchmarks, dependent upon the 
notion of the ' normally developing child ' (lames et al., 1998). 
All participants discussed situations when children would be separated from their 
classmates for various periods of time. The most frequently cited example of this 
practice was in reference to the children with Down' s syndrome who spent the majority 
of their formal timetabled periods in a makeshift special unit, being taught an amalgam 
of 'life skills' and National Curriculum subjects. Nearly all interviewees considered the 
special unit to be the most suitable way of teaching the children with Down's syndrome, 
for instance: 
Anthony, Neal and loanna, because their needs are so extreme, they're 
withdrawn from the classroom for a [ ... ] fair amount of the day for [ ... ] life 
skills type work ' (Ms. Trim, head teacher, Church Street) 
Thus, the interpretation of ' inclusion ' in Church Street differed to that in Rose Hill. 
There were various formal and hidden curricula consequences of this within-school 
spatiality of 'exclusion', and these are di scussed in Chapter Five. 
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Many actors thought that the physical presence of disabled children made the school 
inclusive. Emphasis on the physical location of disabled children in mainstream whole-
schools settings is aligned with the concept of ' integration' rather than critical 
understandings of ' inclusion' (Farrell, 2001). Furthermore, some teachers used the 
terms ' integration' and 'inclusion' interchangeably. For example: 
'Yeah, I think .. . I think inclusion is a good thing, especially for the physically 
handicapped, because - I just think integration 's important' (Ms. French, class 
4.3 teacher, Church Street). 
Many teachers in Church Street operated in relative isolation from academic debate on 
inc lusion, despite recent initiatives such as the Index for Inclusion (Booth and Ainscow, 
2002). Moreover, Ms. French's outdated tenns for disabled people highlights that 
teachers', other adults and children cannot be expected to suddenly have critical 
knowledge about disability, simply because there are disabled children present in the 
school. Competing pressures meant that 'inclusion' was acknowledged to be a minor 
priority for many teachers. 
When asked about their opinions of ' inclusion ' the majority of respondents discussed 
thi s in relation to the children with Down' s syndrome. TlLis suggests that ' inclusion ' 
was understood as involving children with more obvious disabilities. In this context, 
'inclusion' becomes associated with a 'special group' , and synonymous with the 
resources required to educate this group (Vlachou, 1997). There are evident parallels 
here with the equation of ' disability' with ' physical disability ' in Rose Hill. One effect 
of the association of ' inclusion' with a special group is that these children can be 
labelled as ' other' within mainstream schools, a process that is reinforced by the 
operation of the SEN institution. Moreover, children with less obvious di sabilities, who 
may be excluded from/within mainstream schools, are rendered invisible in this debate. 
This is especially the case for children that may have historically been educated within 
mainstream schools, who Slee (J 997) highlights have traditionally been ' invisible ' 
within education policy. 
Official policy reflected meeting individual children 's SEN to acquire specific skills, as 
opposed to ' inclusion' into all school spaces. For instance, some children were 
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removed from mainstream classes to undertake speech therapy, reading and writing 
skills and pastoral mentoring sessions (under the guise of baking). Speech therapy, for 
instance, was led by an SNA (Ms. Miller). These sessions involved excluding these 
children from class reading time, a component of the formal curricula (see Holloway et 
al., 2000a, for a discussion of formal and informal curricula). Thus, these children 
were denied the opportunity to ' read aloud' to the teacher. An unintended consequence 
was that these children were labelled as 'other' to the majority of their classmates by 
being spatially segregated, albeit for a short period of time. (Children ' s responses to 
this are di scussed in Chapter Six). 
Although disabled children were frequently spatially segregated within the mainstream 
school, many members of staff at Church Street also held wider understandings of 
inclusion. Moreover, a counter-dominant di scourse of inclusion being access to all 
lessons existed. These counter-dominant discourses are di scussed in the following 
section. 
4.4.3 'Inclusion' as cultural acceptallce, samelless and access to all academic 
subjects 
Despite the genera l conflation of physical location in a mainstream school with 
' inclusion ', some more critical considerations of ' inclusion' existed. Many interviewees 
felt that ' inclusion' had a social/cultural role to play in teaching non-disabled children to 
accept difference, and to hold more positive views of disability . The following example 
highlights this contention: 
'The children around them [disabled children] are well aware that chi ldren who 
look different from them, children who have disabilities can also be good 
friends, and they ' re not idiots ... ' (Ms. Mason, class 4.1 teacher, Church 
Street). 
Some teachers were aware of the ' hidden ' curricula of socialising children (Holloway et 
al. , 2000b), and deliberately sought to influence the development of children's 
identities. Moreover, teachers clearly believed that spatial proximity and repeated 
social contact would result in a deconstruction of the boundaries of 'same ' and 'other' 
between able-bodied and disabled children (Dear et aI., 1997). However, emphasis was 
126 
Chapter Four 
limited to disabled children's physical location within the whole-school space rather 
than access to within school spaces (see above). Moreover, the ' disabled children' 
under discussion were almost always the children with Down's syndrome. Indeed, Mr. 
Keegan mentioned that non-disabled children are more sympathetic towards children 
who are more obviously different. This suggests that children with less obvious 
disabilities, such as learning disabilities may be considered more negatively, and thi s is 
examined more fully in Chapters Five and Six. 
Another perceived social benefit for non-disabled chi ldren was that non-disabled 
children could learn to 'care', by looking after disabled children. This reflected findings 
in Rose Hill. For instance: 
' It 's the one's that are slightly more aggressive and that sort of thing, they 
don't, so - it works, it gives them a different side, to express themselves in a 
different sort of way, that - legitimately, without being soft. It fits in with their 
[non-disabled children's) image.' (Mr. Keegan, class 5.2 teacher, Church 
Street). 
However, by emphasising non-disabled children's caring role in relation to disabled 
children, disabled children are constructed as dependent. Dependency is a component 
of individual tragedy models of disability (Oliver, 1996). This is di scussed in greater 
detail in Section 4.5, below. 
Perceived social benefits to disabled children were that through socialising with non-
disabled children, they could learn to become more 'normal'. For instance, Ms. Trim 
considered this a key justification for ' inclusion ': 
' .. . but they' re learning a huge amount of life-skills because they're with 
supposedly, I can't do quotes on the machine ' normal ' children. If you put 
them with children who have got similar social skills problems, they' re not 
gonna learn as much, I don't think ' (Ms. Trim, head teacher, Church Street). 
This learning to be 'normal ' is representative of the 'normalisation' underpilmings of 
previous integration policy, which has been critiqued by disability activists and 
academics (French, 1993a; Morris, 1991 ; Oliver, 1996). Moreover, this is located 
within an educational-medical model of disability, based upon a ' normally developing 
child ', and positioning some children as falling outside of thi s ' norm ' . This is discussed 
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in greater detail in Section 4.5. Some, emphasis was placed on the benefits of disabled 
children having friends within their neighbourhood (UN, 1994), although this was less 
pervasive than discussions of normalisation. 
Many respondents felt that ' inclusion' involved treating disabled and non-disabled 
children the same, presumably to treat all children as 'normal ' . For instance, it was 
considered imperative that all children follow the same rules: 
' With all of them, including Anthony, Neal and loanna [the children with 
Down's syndrome], all the same rules apply. It 's not a case of 'you're a child 
with special needs, therefore you can get away with murder, because that 's not 
gonna happen in the real world ' (Ms. Trim head teacher, Church Street). 
Although Ms. Trim is emphasising the ' sameness ' of disabled and non-disabled 
children, she evidently draws upon her perception of Anthony, Neal and Joanna 's 
'difference ' , as she feels the need to name them separately. Although the children with 
Down's syndrome were subject to the same rules as their peers, the same rules did not 
apply to children with EBD. Ms. Trim argued that it is necessary to treat this group of 
children differently, in order to include this group of children: 
'We make some allowances for children with - behavioural problems because, 
if they 've got a statement for a behavioural problem and they kick off, urn - you 
can't treat them like loe Bloggs, who hasn't got the same problems and kicks 
off, because - they wouldn't have a specia l needs assistant if they could control 
their temper' (Ms. Trim, head teacher, Church Street). 
This facilitated the ' inclusion' of many children with EBD within the school (although 
exclusions were also often made on behavioural grounds) . This is interesting as Farrell 
and Tsakalidou (1999) claim that children with EBD are the group most frequently 
excluded from mainstream schools. 
A less pervasive discourse emphasised cultural aspects of 'inclusion ' . For instance, Ms. 
Trim fe lt that including children with disabilities served to reflect diversity in society; 
thus she stated: 
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'It's exactly the same with children with disabilities, whether it ' s physical 
disabilities , mental disabilities. They are part of our society ' (Ms. Trim, head 
teacher, Church Street). 
Leaving aside this negative labelling of children with learning disabilities, Ms. Trim 
linked this with a wider attempt to represent the diversity of society in the school , 
pal1icularly by employing male SNAs to work with young children and people from 
etlmic minorities . This suggests that Ms. Trim felt that inclusion in schools could 
influence wider society, (Thomas, 1997). Moreover, this implies that inclusion relates 
to all children, rather than exclusively disabled children (Booth, 2000). Ms. Trim' s 
arguments, however, do not reflect current academic debates to the same degree as Mr. 
Parker's from Rose Hill (see Section 4.3 .5) 
Ms. Gregson also emphasised cultural components of inclusion, and she outlined that 
di sabled children should be part of the school community: 
'They' re just treated as part of the school, and that was my philosopby 
originally and it always has been' (Ms. Gregson, SENco, Church Street). 
A connection is made bere between the 'inclusion ' of disabled children into mainstream 
school and the wider school culture. 
Views of inclusion that conflicted with the official school ethos were evident. Some of 
these were relatively negative regarding inclusion. However, Ms. Massey (class 5.3 
teacher) argued: 
' ... 1 think more needs to be thought about inclusion, within every subject, not 
just as a whole . 1 think that more details need to be given on how to adapt 
every subject ' . 
This more closely retlects academic understandings of inclusion developed in 
conjunction with disabled people's organisations (Vlachou, 1997). Ms. Massey was 
a newly qualified teacher who had been given some (limited) guidance on 
' inclusion' in her initial teacher-training course. Tllis suggests that factors from 
outside the porous boundary of the school can influence teachers and children ' s 
understandings of inclusion. Moreover, the existence of counter-dominant views of 
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inclusion suggests that schools are spaces characterised by internal conflict and 
power negotiations, rather than sites with homogenous internal cultures. 
4.4.4 Summary 
This section has reviewed discourses of inclusion drawn upon by teachers within 
Church Street. It has been illuminated that inclusion has exclusion as its absent other, 
and many teachers in Church Street discussed instances when children should be/would 
be excluded from school. Although discussions of exclusion focused on the 
characteristics of individual children, a consensus did not exist on which type of 
children should be included/excluded in which circumstances. Some actors within the 
school, such as the head teacher, had more power to dec ide whether children would be 
included/excluded. This led to a conflict between many teachers ' discourses of 
exclusion/inclusion and official school policy. 
Dominant discourses of inclusion within the school referred to the physical inclusion 
within the whole-school space of the most evidently disabled children. However, 
disabled children were found to occupy the equivalent of 'mini-institutions ' (Gleeson, 
1997, see Chapter Two) within the school space. Thus, for some children, de-
segregation represented a shift from exclusion into special schools to more localised 
segregation within mainstream schools. Teachers highlighted the positive social 
outcomes of inclusion such as disabled children learning to be more 'normal' and non-
disabled children learning to care. The discourses of inclusion and exclusion employed 
by adult members of Church Street drew upon various models of disability. Discourses 
of disability drawn upon by teachers in Church Street and Rose Hill are unravelled in 
the following section. 
4.5 Discourses of disability employed by teachers ID Church Street 
and Rose Hill 
The representations of ' inclusion' presented by the adult respondents in Church Street 
and Rose Hill are intrinsically connected to the understandings of disability they 
130 
Chapter Four 
employ. This section briefly examines the understandings of disability that underpin 
teacher' s interpretations of ' inclusion' policy. It is argued that the most frequently 
discussed discourses in both schools drew upon an educational-medical model of 
disability. This had many similar facets to the individual tragedy model, in focusing 
upon normalcy and deviance, dependency, personal inadequacy and even 'd isabled 
heroes' (Hahn, 1986; Morris, 1991 ; Oliver, 1996; Shakespeare, 1994). In line with the 
medical model of disability (Oliver, I 993a), the educational-medical model of disability 
is a subset of the individual tragedy model, which focused upon inscription, intervention 
and/or 'cure ' of educational 'disabilities'. These 'cures' attempt to make disabled 
children 'normal' (cf. Shakespeare and Watson, 1998). The quasi-medical 
educational/psychological ' treatment' could replace or superimpose medical inscription. 
In Church Street, this educational-medical model of disability was dominant. However 
in Rose Hill, some teachers drew upon more affirmative models of disability, frequently 
in conjunction with components of educational-medical models. Indeed, although these 
actors were in the minority, they held relatively powerful positions within the school. 
Thus the dominating discourse of disability in Rose Hill was an amalgam of 
educational-medical and affirmative models of disability. 
4.5.1 111dividual tragedy models of disability 
Common understandings of disability in Rose Hill and Church Street homogenised 
'disability' as synonymous with physical disabilities and Down's syndrome, 
respectively. The homogenisation of disability, to represent physical disability, is 
understood by Imrie (1996b) as a facet of individual tragedy models of disability. This 
current discussion now focuses upon three key facets of 'individual tragedy ' 
understandings of disability: i) normalcy and deviance (Halm, 1986; Shakespeare, 
1994), ii) tragedy and individual inadequacy and iii) dependence (Morris, 1991 ; Oliver, 
1996) 
Many teachers, in both schools, employed notions of normality and abnormality (Hahn, 
1986). This was often concealed by words such as 'ordinary'. However interviewees 
occasionally employed the term 'normal ', although this was not used in conjunction 
with its dialectical opposite, 'abnormal '. However, tllis was often used in contrast to a 
disabled child under di scussion, who represented the 'absent other' of abnormal: 
131 
Chapter Four 
']oanna's mum .... expects ]oanna to be here all the time, and she wants her to 
be included and be in with normal children' (Mr. Keegan, class 5.2 teacher, 
Church Street). 
'I mean it's bad enough when we have Liam and Billy who are normal. [mean 
- they ' re not disabled' (Ms. Peters, class 4.1 teacher, Rose Hill). 
Ms. Peters immediately attempts to retract her use of the term ' normal ', and this 
suggests that this view of disability, openly labelled (rather than perhaps implicitly 
suggested) as ' abnormal ' conflicts with Rose Hill's 'official ' policy. Ms Peters' 
definition of Liam and Billy as 'normal' is interesting, as both of these children have 
learning disabilities. This adds further weight to the contention that 'disability' is 
generally equated with physical disability in Rose Hill. 
Most teachers in both schools, along with defining disabled children as 'abnormal ', 
located children's ' disabilities' within their individual mind-bodies. This suggests that 
a dominant understanding of disability in the two schools was ' personal inadequacy ' . 
This was most apparent in discussions of which types of children should be 
included/excluded from the whole-school space. [n both schools, it was felt, due to 
their innate individual characteristics, that some children could not be included into 
mainstream schools (Sections 4.3.1 and 4.4.1). 
Many teachers from both schools considered that this ' individual' disability was also a 
' tragedy' (Morris, 1991). For instance: 
'She's [Rosie] a sad case, isn't she? She 's gonna start, her eyesight is going so 
badly that it is going to be tunnel vision soon ... ' (Mr. Keegan, class 5.2 
teacher, Church Street). 
' It must be hard when they realise that they ' re not the same. And throughout 
the years I think there 's a point when they realise that they ' re different ' (Ms. 
Richards, class 5.2 teacher, Rose Hill). 
The discourse of making children feel 'the same' and protecting them from their 
'difference' has been drawn upon to justifY special schooling (Alderson and 
Goodey, 1999). However, narratives from Cook et al. (2001) suggest that special 
schools often provide a site of belonging for disabled children. Moreover, Cook et 
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at. suggest that special schools can provide a site for the active construction of a 
pos itive (political) disabled group identity. It is interesting to investigate whether 
there is scope for the development of group identities in mainstream schools, and 
this is discussed in Chapter Six. 
In both schools, teachers and SNAs discursively constructed di sabled children as 
dependent, particularly by encouraging non-disabled children to care for their 
disabled peers, for instance: 
' Because I think that the children are .. . usually helped by the others, and the 
others make allowances, and the others tend to mother them sometimes and 
really help them' (Ms. French, class 4 .3 teacher, Church Street). 
Dependency is constructed negatively in a society, which prioritises wealth 
accumulation and status gained through paid employment (Irwin, 2001), and leads to a 
host of marginalised identity pos itions (Young, 199 1). However, all children are 
generally constructed as dependent, which may reduce the di fference between non-
disabled and disabled children, in comparison to teachers . 
I 
The categori sation of children as ' di sabled ' drew upon educational discourses and 
categori sations and/or medical diagnosis, underpinned by particular understandings 
of both childhood and di sability. This is discussed in more detail in the following 
section. 
4.5.2 An educational-medica/model of disability 
It was argued above that teachers in both schools drew upon many facets of individual 
tragedy models. Oliver (1996) claims that individual tragedy models represent the 
dominant view of di sability in society. The prevalence of individual tragedy 
representations of di sability in many teachers ' di scourses emphasises that schools are 
constituted within society, as well as contributing to it. Academic studies have 
examined how schools can be used to promote what is seen as pos itive change in 
society. Indeed, tillS is one of the central premises of ' inclusion' (Thomas, 1997). 
However, children and teachers are members of 'society' and their world-views are 
formed from a potentially endless variety of sources. Thus, it would be unrealistic to 
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expect that teachers (and children) would draw upon discourses of disability radically 
different from (the range) of those employed by the rest of society. It is necessary, 
therefore, to consider schools not as bounded sites, but as spaces connected to flows of 
information (and differentially located within power geometries) . Thus, schools need to 
be re-considered by drawing upon Massey's (1993, 1994) 'progressive sense of 
place/space' . 
In this sense, schools can be imagined as umque moments within time and space 
(Massey, 1993, 1994) that are influenced by specific educational discourses, along with 
meanings that permeate wider society. Thus, these individual tragedy models of 
disability take a particular fom1 in the context of primary schools, as they are mediated 
by discourses of 'SEN' and hierarchical, measurable intelligence. Moreover, individual 
tragedy models of disability are influenced by particular understandings of childhood 
that pervade the school space. In the discussions above, teachers in Rose Hill and 
Church Street drew upon what lames et af. (1998) describe as the 'developing child' 
and the ' immanent child' paradigms. The combination of these ' paradigms' of 
childhood result in a view of childhood that naturalises progressive age-related 'steps ' 
of development' (piaget, 1972). This categorises all children who do not reach these 
steps as outside the norm. At the same time, many teachers recognise that all children 
are ' individuals' with ' immanent' potentials. This suggests that children need to have 
their needs met, in order to develop and reach their potential. Teachers ' views of 
childhood vary in their mix between components of the ' immanent child' and the 
' normally developing child ' , and teachers are differently empowered to impose their 
view of childhood on other teachers and children (through the official school policy). 
However, resource constraints and pressure from central government means that, 
increasingly, the everyday regime of schools , as operating through the formal curricula, 
relies on the ' normally developing child' (as discussed in Chapter Five). 
Children who fall outside this 'norm' became the responsibility of the SEN process 
(Hill and Tidsall, 1997; Vlachou, 1997). Through 'SEN' discourses, children are 
inscribed upon as 'disabled' and are categorised by adults, especially educational 
psychologists. This process of identifying and categorising children with ' SEN' reflects 
medical inscriptions of disabled bodies (Oliver, 1996). Thus the educational-
psychological model reflects the medical model , as a subset of the individual tragedy 
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model , and is applied by teachers (but may be drawn upon by other 'experts ' and ' lay ' 
people). The categories of 'SEN' that children are inscribed with become incorporated 
into the terminology teachers employ when discussing them. As the quote below 
demonstrates, children can be diagnosed and labelled by experts under the educational-
medical model as having a ' learning difficulty' or 'disability'. Indeed, an understanding 
of these inscriptions is central to some (specialist) teachers ' professional identity: 
' .. . Lindsay's got urn - spastic diaplega, and that is from cerebral palsy, and -
Nelson, and he has, urn oral dyspraxia, and he also has urn , another 
condition ... ' (Ms. Battey, SENco, Rose Hill). 
In both schools, the educational-medical diagnosis of special needs, which is situated 
within ' normally developing chi ld ' discourses, led to teachers discussing how the 'gap' 
between 'disabled' and ' non-disabled' children grows with age. Mr. Parker (head 
teacher, Rose Hill) clearly indicates this point: 
' ... what you' re finding is that in reception, the gap is manageable, but the gap 
is getting wider and wider and he 's less and less able to access anything which 
is part of the school. So if you project that forward another few years, you'll 
have him on his own, and the rest of the chi ldren way up, which is not what it' s 
about' . 
In Rose Hill , the results of this (which also relates to schools being relatively inflexible, 
see Section 4.3), is that disabled children are most likely to be excluded from the school 
during Key Stage transitions. In Church Street, similar discourses led to exclusions 
between the primary and secondary phases. 
Although most teachers drew upon this educational-medical diagnosis of disability 
(demonstrating that this has become naturalised as 'common-sense'), many teachers 
used this in conjunction with more affirmative understandings of di sability. It is to 
these affirmative models of disability that attention is now turned. 
4.5.3 Affirmative models of disability 
Although a higher proportion of the respondents in Rose Hill exclusively drew upon 
individual tragedy and educational-medical models than more affirmative models of 
135 
Chapter Four 
disability, more affirmative understandings of disability were widely apparent in this 
context. The most powerful actors within the school (the head teacher and many senior 
teachers) drew upon affirmative models of disability, usually in conjunction with 
educational-medical models. In Church Street, few members drew upon affirmative 
models of disability , although many teachers were very affirmative towards children 
with EBD and/or learning disabilities. 
Some of the facets of the ' affirmative' representations of disability presented by staff in 
Rose Hill, including problematising the representation of disabled chi ldren as dependent 
questioning ' normalcy' and 'difference, disrupting the dichotomy between disabled and 
non-disabled children and celebrating children's capacities. Moreover, some staff 
critiqued negative societal constructions of dependency. These aspects of an affirmative 
model of disability are discussed below. In addition, Church Street's relatively 
accepting ethos towards chi ldren with EBD is reviewed. Although current 
understandings of disability within Geography and the Social Sciences more generally 
do not encompass EBD, children with these ' difficulties' are the most likely to be 
excluded from mainstream schools (see Farrell and Tsakalidou, 1999; Section 4.3 .3). 
By contrast to the dominant representations of, particularly physically disabled children 
as 'dependent' , some teachers, especially in Rose Hill , emphasised that disabled 
children needed to learn to be independent: 
'They don't need to be, and it ' s not good for them to have someone sat over 
them 100 percent of the time. They want some independence as well . . .' (Ms. 
Battey, SENco, Rose Hill). 
In addition, it was highlighted above that many teachers drew upon notions of 
' normality ' and ' abnormality' in their discussions of disabled children. In contrast, 
however, some respondents considered the presence of disabled chi ldren as expanding 
normalcy to include children with physical disabilities: ' ... it provides them with a 
greater sense of normality .. .' (Mr. Taylor, class 4.2 teacher, Rose Hill). 
Some teachers destabilised the dichotomy between disabled and able-bodied/minded 
chi ldren, as Ms. Westwood (lower set year four teacher, Rose Hill) states: ' I like to call 
chi ldren differentially able, I don't like the word disabled and I don ' t use it'. In refusing 
136 
Chapter Four 
to label children negatively as disabled, Ms. Westwood focuses upon children' s 
capacities rather than their impairments (Morris, 1991 ). Other teachers reiterated thi s 
focus upon children's achievements, for instance: 
'You can also have people recogmSIng that, yes, children In ay be in a 
wheelchair, but they have lots of strengths. You know, if you look to some of 
our children. Say Lindsay who is a bright girl, and she sings. OK, she can ' t 
walk, she can' t run but she's got lots of other strengths as well' (Mr. Parker, 
head teacher, Rose Hill). 
Ms. Westwood also refused to homogenise 'd isabled' children, and she argues: 
'There 's absolutely no way you can generalise between di sabled children. The 
difference between Jessie and Ali is so wide. You can ' t lump them all together, 
you have to treat each one as an individual and look at their abilities' (Ms. 
Westwood, lower set year four teacher, Rose Hill). 
This is interesting, as the homogenisation of people with disabilities , so that disabled 
people in effect become their impairments, is a key facet of individual tragedy models 
of disability (lmrie, 1996a), which was reproduced both in Church Street and by many 
actors in Rose Hill. Ms. Westwood had extensive experience of working with disabled 
children. This supports Dear et af. ' s (1997) suggestion that repeated social contact 
between di sabled and non-disabled people, through spatial proXimity, leads to a 
deconstruction of the dichotomy between 'd isabled ' and ' non-disabled' people . Ms. 
Westwood had more power to impose her view of disability on other teachers (and 
children) in the school, as she was a member of the management team. 
Mr. Parker as the head teacher, was the most powerful actor within the school space. 
Along with critical understandings of disability, he critiqued accepted understandings of 
'dependence'/ 'independence'. For instance, in discussing the friendship between 
Lindsay (a physically disabled girl) and Lucy (a non-disabled girl), Mr Parker critiques 
the notion of 'practical independence' (French, 1993a). Although Lucy likes to help 
Lindsay with practi cal activities, such as getting her lunch, Mr. Parker contends: 
' ... although Lucy thinks she's in charge, and she likes to help Lindsay, I think , 
when it comes down to it - it's Lindsay that calls the shots ... '. 
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The majority of teachers in Rose Hill drew upon individual tragedy models of disability. 
However, these actors were differentially located to impose their view of disability on 
the rest of the school. The most powerful within-school actors in Rose Hill frequently 
drew upon affirmative models of disability, in conjunction with educational-medical 
models (for instance, all actors continued to locate the 'disability' within individual 
children). Thus, although the most common view of disability in Rose Hill was the 
educational-medical view, the most dominant discourse was a more affirmative reading 
of the individual tragedy model. 
It has been demonstrated that within Church Street, teachers generally uncritically 
accepted educational-medical models of disability in their discussions of children with 
bodily impairments. The contrast between the representations of bodily disability 
within Rose Hill and Church Street may be related to their relative positions within the 
LEA strategies for inclusion. Rose Hill was central to LEA initiatives, whereas Church 
Street was excluded from such impulses. Thus, some adults in Rose Hill appeared to be 
more informed about current (academic) debates regarding disability. However, 
although key actors in Church Street did not construct bodily disability critically, many 
teachers held affirmative understandings of, and were tolerant towards children with 
EBD and/or learning disabilities. Indeed, rather than locating the EBD within the 
individual child, most teachers considered the role of wider society to the development 
of behavioural difficulties. This destabilised the location of the ' difficulty' within the 
individual child. If, children with EBD and learning difficulties are accepted as 
'disabled' , such a finding points to how academic understandings of inclusion and 
disability have overlooked the experience of both children with emotional and learning 
differences and schools with a high proportion of children with EBD and learning 
difficulties (see also Chapter Eight). 
This accepting ethos was dominant, as the majority of teachers, particularly key actors, 
were tolerant towards children with EBD (although there were some dissenting voices, 
as emphasised in Section 4.4.1). The location of the school within an area with a high 
level of social exclusion is of importance here. Teachers perceived that chi ldren with 
EBD and/or learning difficulties frequently came from socio-economically-excluded 
homes, where there was a high incidence of abuse (although the equation of social 
exclusion and abuse in this way is problematic). For instance: 
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' I think the maJonty of our children accept special needs, right across the 
spectrum. I mean, learning, and behavioural , and so on ". One thing that 
we've got, we've got a lot of unemployed people around here, the parents of 
our kids, we've got a lot of alcoholism, a lot of drug abuse, and that can lead 
onto the abuse of the kids' (Ms. Massey, class 5.3 teacher, Church Street). 
Including chi ldren with EBD as 'disabled' can widen conceptions of what it means to 
have a disabled identity (see Chapter Eight). Such an expanded understanding of 
disability emphasises that Church Street is relatively inclusive towards children with 
particular types of disability. This finding also highlights the importance of schools' 
location within space and wider social relations to interpretations of inclusion/exclusion 
and disability. 
4.5.4 Summary 
This section has examined teachers and SNAs from both schools' understandings of 
disability. In line with the dominant view of disability in society, most teachers in both 
Church Street and Rose Hill drew upon individual tragedy models of disability. This 
emphasises that schools are connected to society in general. However, within school 
spaces, these individual tragedy understandings of disability take particular forms, 
emerging as educational-medical models of disability that serve to inscribe children as 
' special' and/or 'disabled ' . This educational-medical model of disabi lity was dominant 
in Church Street. However, in Church Street, many teachers held more affirmative 
views of EBD and learning disabilities, in particular by contesting the location of SEN 
within the individual child, and prioritising child-society relations in creating special 
needs. If EBD and learn ing disabilities are categorised as disabilities, such affinnative 
representations of these SEN can contribute to current understandings of disability, and 
the mind-body/society relationship (see Chapter Eight). In Rose Hill , the more 
powerful individuals within the school drew affirmative models of disability which 
shared some facets of critical academic thinking, in conjunction with educational-
medical models. Thus more affirmative models were co-dominant in Rose Hill. 
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4.6 Conclusion 
This chapter has examined discourses surrounding ' inclusion' and ' disability' in 
national policy documents, examining how these are interpreted within the two case-
study school settings. Actors within the schools differed in their understandings of 
inclusion. There were, however, some shared facets, for instance, in both schools, the 
notion of ' inclusion' was thought to involve various exclusions, based on children's 
individual characteristics (representing an individual tragedy model). This related to 
national and local policy legislation, although the types of children included/excluded 
differed between the schools. In both schools, ' inclusion ' was frequently used 
interchangeably, and in a similar way to that of ' integration'. However, some facets of 
critica l academic understandings of ' inclusion' were also evident. In both schools, 
discourses of ' inclusion' referred predominantly to the most obvious ly disabled 
children; physically disabled children in Rose Hill, and those with Down's syndrome in 
Church Street. This raised concerns that disability could be homogenised and that some 
children may be invisible to considerations of ' inclusion'. 
Interpretations of ' inclusion' were underpinned by discourses of 'disability'. In both 
schools, the most commonly drawn-upon discourse of disability was the educational-
medical model, which can be conceptualised as a subset of the individual tragedy 
model. In Rose Hill dominant actors drew upon an affirmative interpretation of the 
educational-medical model. This suggests that discourses of disability can contain 
apparently conflicting components (Foucault, 1980). In Church Street, key actors held 
affirmative views of SEN, although these representations would, perhaps, be considered 
as external to current academic definitions of di sability. Expanding the concept of 
disability to include such 'difficulties ', which are frequently not associated with an 
identifiable impairment, can contribute to academic understandings of disability, and 
serve to further problematise the mind-body/society-body dualism that underpins ableist 
thought (see Chapter Eight). 
The following two chapters now illuminate children 's, teachers' and the researcher' s 
interpretations of whole-school practices, (Chapter Five) and micro-spaces (Chapter 
Six). 
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Chapter Five 
Enabling and disabling whole school spaces 
5.0 Introduction 
The previous chapter demonstrated that inclusion policy is interpreted heterogeneously 
within the institutional spaces of the two case study schools. This chapter examines 
pervasive practices within the case study schools that variously enable or disable 
children with differing mind-body characteristics, showing how these are (re )produced 
through the everyday geographies of the schools. Such an exploration illuminates that 
school spaces as tex ts, and the practice engaged in within these spaces, represent 
(formal and informal, written, spoken and un-stated) behavioural/learning expectations 
placed on children and adults. This chapter considers how these internal geographies 
(re)construct children's identities as disabled or abled. The discuss ion also 
demonstrates that the meanings represented within schools, can be transgressed , 
(re )produced, contested or transformed as schools as institutional spaces are inherently 
unstable, being ' precarious accomplishments'. This chapter is divided into two main 
parts. Section 5.1 focuses on Rose Hill and Section 5.2 di sc usses Church Street. The 
two principal sections are further divided into four sections, focusing on: (i) spaces of 
formal learning, (ii) strategies for disc iplining unruly bodies, (iii) mapping 'sameness' 
and ' otherness ', and (iv) the ' spaces' of informal children's cultures (although it is 
emphasised that children' s cultures do not have a spatiality distinct from adults ' cultural 
worlds), respectively . . 
5.1 (Dis)abling internal geographies of Rose Hill 
This section focuses on the internal geographies of Rose Hill and considers the 
constructions and negotiations of children's identities as (dis)abled. 
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5.1.1 Spaces offormalleamillg 
A dominant theme identified during participant observation was that children in Rose 
Hill were primarily organised for formal learning activities into social groups based on 
their age (year groups and form groups). This practice is in line with common the 
formal organisation of the majority of schools (James et al. , 1998). Thus in Rose Hill, 
the 'normally-developing child' (see Chapter Two) underpinned, and was reproduced 
by, the spatial organisation of the school , as children were evidently expected to be at a 
particular stage of development, in learning terms, at specific ages. All classes 
contained children with a heterogeneity of competencies in terms of formal curricula, 
with children's competencies varying according to the formal subjects. It was therefore 
revealed that some children did not fall within the ' normal' developmental path. The 
organisation of children into age-related learning groups constructs children who do not 
reach age-expected le vels of competence development as 'Other'. These 'other' 
children were sometimes subject to inscription and intervention through the SEN 
institution, which was strategically drawn upon in this thesis to identify disabled 
children (see Chapter Three). However, as schools operate with constrained resources, 
some form of grouping of children is necessary, given the relative proportions of 
children to adults in schools (Hegarty and Pocklington, 1981) 
Indeed, resource constraints are one of many external impetuses for the spatial 
segregation of formal timetabled activities by age. It is not possible to trace all the 
external influences affecting school space that are either associated with or separate 
from the education institution (see Chapter Seven). However, the National Curriculum 
and Standard Assessment Tests (SA Ts) are two national government directives, 
impacting directly on the school (and indeed classroom) space, which reaffirm the 
centrality of the ' normally-developing child ' within the social and spatial organisation 
of the school. The notion of age-related development is central to the National 
Curriculum, and this relies on and consolidates an expectation that children will be 
organised in age-specific groupings. SA Ts are also underpinned by expectations of age-
related development. Indeed, the normally-developing child is represented as 
ubiquitous though the equation of SA Ts results with school effectiveness. Dyson 
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(1997) highlights some of the potential critiques of treating children's SATs resu lts as 
synonymous to internal school effec ti veness. 
The influence of SA Ts was evident throughout the school, and children in the case-
study classes (Year Four and Five), which are not subject to external testing undertook 
practice SA Ts tests. As a result, these children were influenced by a climate of 
achievement, which Vlachou (1997) claims disables children who cailllot achieve these 
age-related expectations. Many teachers suggested that testing was disabling to many 
children, particularly those with learning di sabilities, although it was occasionally 
argued that SA Ts did not negatively impact on children with learning disabilities . The 
following quotes from formal and info rmal di scussions with teachers emphasise thi s 
point: 
' ... they 've all been doing SA Ts all week and it really demotivates them. They 
will sit there for an ho ur and hardl y be able to do a question, and that must be 
really upsetting ... it would really upset me. They will get almost no answers 
correct ... Billy actually did quite well , and he gotl S out of 50 ' (Ms. 
Armstrong, Rose Hill , from research no tes 2 1.01.01 ). 
'Because you don't know what the cohort is, um - in sort of with my set, OK, 
they might end up with a level three. Um, does that mean the quality of my 
teaching is - poor, I would hope not, unyet, looking at the SA Ts these children 
have not reached the national average ' (Ms. Westwood, lower set year 3-4 
teacher, Rose Hill) 
SA Ts and the National Curriculum reinforce and reproduce teachers ' discourses that 
draw upon the idea of the normall y-developing child, although teachers also employed 
alternati ve representations of childhood, particularl y the ' immanent child ' (See Chapter 
Four, Section 4.3. 1). The concept of the normally-developing child is hierarchical, as 
achieving higher than age-related expectations is constructed pos itively, whereas not 
reaching the norm is represented as negative. The ex istence of SATs and the National 
Curriculum emphasises that schools are connected to a wider educational insti tution, 
and are not bounded, autonomous places. However, thi s negati ve representation of 
fa lling below the norm is reinforced by the internal spatiali ty of Rose Hill. 
Actors within Rose Hill (although themselves differentially located in terms of power 
within the school), reacted to the pressure of SATs and the heterogeneity of children 's 
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competencies (measured by a non-existent norm, see Chapter Two), in further sub-
dividing socio-spatial groupings of years into ability groupings (or ' sets ' ). Children 's 
'ability ' was measured by attainment along with a subjective consideration of how able 
teachers thought children were (see also Davis and Watson, 2001). ' Setting' was 
viewed positively by teachers, as a way of rationalising heavy workloads, and reducing 
the diversity of ' needs ' that had to be met within one particular micro-space. The 
practice of setting also indicated an acknowledgement of a diversity of abiliti es within 
year groups. Mr. Taylor' s comments are representative of the majority of teachers ' 
viewpoints: 
'I think it's very useful, because it narrows differentiation. It's easier to think 
where you want the whole group to be, it's easier to target those things, and you 
can pitch your discussions' (Mr. Taylor, Rose Hill). 
Teachers emphasised the advantages of sets , which were often regarded by children as 
enabling micro-spaces (Chapter Six). However, sets generate a hierarchical spatiality, 
which concretises children's relative position on the hierarchy of ability-disability. 
Although many teachers claimed that children were not aware of the hierarchy of sets, 
children drew upon hierarchies of ability when discussing their relative capability at 
different subjects . 
Many children in the bottom sets identified their group by naming the teacher who 
taught their set, rather than a hierarchical positioning, and this reflected the teachers' 
practice. This may be attributable to children being ashamed of the set they are in, or 
these children could genuinely not know (although to assume this suggests that children 
are ' cultural dupes') . In contrast, children in higher sets openly stated what set they 
were in. While children did suggest that it was shameful to be in a low set, some 
chi ldren talked about how proud they were of being in higher sets: 
'I'm in - top set in Maths and Top set in English. [I feel) Happy - because 1 
feel like, that I'm good at English and Maths' (Leo ra, non-disabled girl, 5.1). 
Also, nearly all chi ldren in the bottom sets experienced bullying, often being called 
labels such as ' stupid' (Section 5.1.4). This suggests that although chi ldren did not 
claim that being in the bottom sets was stigmatising, setting reinforces the 
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stigmatisation of those children at the bottom of the hierarchy of intellectual capacity. 
This was reflected in children's discussions of what they were good at and subjects that 
they liked or disliked. 
Many children discussed subjects at which they considered themselves 'successful ' 
and/or ' unsuccessful ' in interviews, although this was not a specific question. Children 
frequently discussed their perceived ability and preferences for subjects in conjunction. 
Children with learning disabilities most often felt' successful' at creative subjects, such 
as Art and cooking. Some children did not think they were good at anything. In 
contrast, non-disabled children frequently emphasised their ability at Maths and 
English. These findings were reflected in children's subject preferences. Art was a 
very popular subject for all children (suggesting that the gradual erosion of creative 
subjects within the National Curriculum, emphasised by teachers, could be disabling to 
children in general). 
The spatial and temporal organisation of formal curricula time served a hidden agenda 
of identifying some children as ' able' and others as ' disabled' in formal learning terms. 
Despite this, some disabled children resisted thi s external representation of themselves, 
and claimed that they were 'good at' Maths and English. This may be associated within 
enabling micro-space practices (see Chapter Six). Moreover, the majority of children 
fowld school enabling, with formal curricula subjects a dominant reason why children, 
particularly disabled children, enjoyed school , as represented in the quotations below: 
Formal curricula rated reasons for liking school 
' You do lots of fun things, Art. DT [Design Technology], um, things like that as 
well' (Kaseem, non-disabled boy, 5.1). 
'Like - um technology, and Art and Maths and English and experiments and 
loads of things' (Billy, disabled boy, 4.1). 
A major finding of this thesis was that most disabled children reported enjoying school. 
Indeed, participant observation emphasised that many disabled and non-disabled 
children appeared to enjoy formal subjects. Some examples of this are demonstrated in 
the research notes below: 
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Research diary 1.12.00 - Lower set Year Three-Four English 
... Liam answered a lot of questions and Billy tried very hard too, and answered 
a lot of questions. All the children seemed to be happy and enjoying the lesson. 
Research diary 27.11 .00 - Middle set Year Five Maths 
Ms. Richards pulls the attention of the whole class back to her. More question 
and answer. Lindsay has her hand up a lot '" [she] answered three questions. 
None of the other children answered more than two [she] seems happy. 
Lindsay is smiling, and really participating. 
This finding conflicts with the results of previous studies that examined disabled 
children' s experiences of schools (Davis and Watson, 2001; Priestley, 1999). It should 
be mentioned here, however, that these studies focused on children in secondary 
schools, which is one potential reason for the difference. The potential reasons for the 
apparent difference between the findings of this study and previous studies are 
discussed in Chapter Seven. 
Teachers emphasised that physically disabled children had opportunities to learn the 
whole range of the National Curriculum at a level that would not be provided in special 
schools (see also Alderson and Goodey, 1998, 1999, and Chapter Four). Having an 
opportunity to learn is enabling to children as social beings in the present. Moreover, 
access to formal academic accreditation could influence children' s adult futures . 
Physically disabled children who are selected to attend Rose Hill are provided with 
academic opportunities that can lead to them gaining formal academic accreditation, 
equipping them to compete in the paid labour market as adults (although this does not 
alleviate other barriers that disabled people face to participation in paid labour: Arthur 
and Zarb, 1995). Denying children access to formal academic accreditation, and the 
experience of a full and varied curriculum, are key criticisms of ' special' schools, and 
central to arguments for inclusion (Sarton, 1993; Armstrong et al. , 2000). This 
argument is particularly applicable to children with bodily impairments, as the notion of 
the normally-developing child, and hierarchical relations to this ' norm ' firmly underpin 
academic qualifications, such as GCSEs and A levels . Thus many children with 
(particularly non-specific) learning disabilities may continue to be excluded from 
'achieving' academica lly in this way, suggesting Rose Hill is variously (dis)abling to 
children with different types of disability. 
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5.1.2 Spaces of regulation and the creation of docile and deviant bodies 
Fielding (2000) suggests that all schools subject children to a system of rules, 
regulations and expected bodily comportment. These are embedded in societal 
expectations of useful , normative gender and wider identity positionings (Dixon, 1997; 
Gagen, 2000 a, b), and are based around disciplining the body to become docile and 
useful to wider society (Foucault, 1979). This has been labelled the 'hidden curricula' 
by Holloway et al. (2000b). James et af. (1998: 38) claim that the school is one 
everyday space of childhood, which is: ' ... dedicated to the control and regulation of the 
child 's body and mind though regimes of discipline, learning, development, maturation 
and skill'. However, more recently Holloway and Valentine (2000c) claim that 
emphasising the control and regulation of children within schools denies the power that 
children have themselves to control, resist and potentially transform external 
representations of themselves. Moreover, such a view denies the complexity of power, 
and suggests that power lies with an external, dominating force, rather than being 
dispersed - something with resistive as well as dominating, potential (Foucault, 1980; 
McNay, 1994). 
In Rose Hill, strict codes of behaviour were expected, and thi s was systematically 
reinforced through punishment and reward systems. That a relatively high level of 
behavioural regulation was achieved within Rose Hill is emphasised by the positive 
comments in the school's recent Ofsted report (Ofsted, 2001). The head teacher, Mr. 
Parker, claimed that encouraging positive behaviour was a key strength and priority of 
the school: 
' It ' s the systems we have in place, the positive behaviour, the reinforcing , the 
models the systems for good behaviour and good work. It's also the other -
making sure that the children know that there are rules and they must obey 
them, and being consistent in that. And we do have those systems in place. 
Reinforcing the things that children do well and also picking up on things that 
they don ' t do well. Work is important because it determines where you are 
going in the future. So you have to keep saying that to children, have hm, work 
hard, it' s very simple isn ' t it? ' (Mr. Parker, head teacher). 
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These comments are also supported by findings from the research diary. In general, the 
behaviour of the children was more orderl y throughout the whole school space of Rose 
Hill than Church Street, and instances of play fighting or ' playing rough' or actual 
violence were seldom observed (see Section 5.2.2.). 
Most teachers in Rose Hill considered promoting pos itive behaviour as merely 
necessary for creating a successful learning envirolllnent (and vice versa). Mr. Parker 
was ev idently aware that behavioural control serves a wider soc ietal purpose, in 
generating docile, skilled ' bodies ' who will contribute to society (see above). However, 
Mr. Parker suggested that this would improve the future lives of children' s adult 
' beings'. This hidden agenda is itself imbued with and reinforced by common-sense 
societal notions of childhood and schools. Schools have been labelled a form of 'spati al 
quarantine' (Aries, 1979: 396; see Chapter Two). In schools children should be 
contained and protected; with ' normally-developing children' given space to deve lop 
and ' immanent children' provided with room to flouri sh and grow as individuals. 
Ev idently, Rose Hill was very successful in this hidden agenda of schools, and an 
envirolllnent was establi shed which presented a high level of behavioural regulation as 
the norm within the school. This was achieved through a combination of formal , 
written rules, and un-stated expectations that were reinforced by children's behaviour 
and adults' praise, and particularly, punishment, when acts of transgress ion served to 
expose and reinfo rce the rules (McNay, 1994). Rose Hill had a written code of conduct, 
labelled the Rose Hill way: 
' Always try to be kind and considerate. 
Always try to do your best 
Move gently and quietly around the school 
Always keep our school tidy 
Remember when to be silent. ' 
This code of conduct was disp layed pervas ively throughout the school; fo r instance, on 
wa lls and the children' s merit cards (which are discussed in greater detai l below). 
Although the hidden curricula of generating docile bodies is gendered (Dixon, 1997) 
and (di s)abled (see below), certain aspects of the everyday enactments of these rules 
were enabling to children, while the absence of such rules could be disabling to 
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children. For instance, if children ran, rather than walked, through corridors, a child 
with impaired mobility would be constrained from moving through the corridor in 
safety. Likewise, if children were shouting and running about classrooms, the learning 
of children with learning disabilities, indeed all children, would be disrupted. One 
particularly enabling aspect of bodily regulation was that children were expected to 
respect and show consideration for their peers and adults, as emphasised by the 'Rose 
Hill Way' , cited above. This emphasis on tolerance and kindness is central to the 
school's ethos on 'inclusion' (Chapter Four), and many children displayed empathy and 
understanding towards their peers. The extract below is one example of this: 
Research diwy 27.11.00. Middle set Year Five Maths. 
Lindsay drops her cards, and without prompting Roseanne goes and picks them 
up for her. They both smile at each other. 
Some children and adults transgressed this ' respect' for others by making homophobic, 
racist and disableist comments. Gendered identities are also sexed in school spaces, 
with dominant forms of masculinity being reinforced by heterosexualised (Dixon, 1997) 
and homophobic (Holloway et ai., 2000a) performances. Interestingly, the only 
homophobic action noted in Rose Hill involved one girl oestracising another girl for 
being a 'lesbian'. No children were observed being racist, although some ethnic 
minority children reported having experienced racism. Some adults were, however, 
overheard making racist comments within the staff-room. Children used disableist 
language in relation to children with learning disabilities, although no incidents were 
reported or observed of children using disableist language with reference to physical 
disabilities. Adults also used disableist language on occasions, although this was 
generally restricted to events occurring within particular micro-spaces (Chapter Six). 
Although the first line of the 'Rose Hill Way' emphasises the importance of kindness 
and understanding, the remainder of the Way focuses on bodily control and expected 
behaviour in space. The importance placed on bodily control in the Rose Hill setting is 
suggested by frequent requests made by teachers for children to fold their arms and 
cross their legs recorded in the research notes. This is unsurpri sing in a primary school 
context. Adults are generally not exposed to this level of bodily control , suggesting that 
in the process of making children able to control their bodies (Elias, 1982), children are 
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expected to conform to a greater level of (certain types of) bodily control than adults. 
Indeed, thi s kind of bodily control is generally not expected in secondary schools, 
suggesting that the expectations of some kinds of bodily control decrease, rather than 
increase, as children get older. These stringent requirements can highlight bodily 
differences; constructing as 'Other' children who cannot conform to these expectations. 
This is exemplified in the research notes below. 
Research diary, 21. 11.00 -lower set Year Three-Four Maths 
They played a numeracy game. Ms. Westwood gave instructions for the 
children to cross their legs. Liam said' Ali isn ' t crossing his legs.' 
Ms. Westwood rep lied 'we all know we make an exception here .' There was 
no argument about this and none ofthe children appeared upset. 
Research diwy 13. 11.00 - lower set Year Three-Four Maths 
Liam was told to cross his legs (by another child), he replied 'no, because Ali 
hasn ' t got his legs crossed.' Another child said 'because he can't.' 
Although both of these incidents occurred in one particular micro-space, they are not 
atypical of expected behaviours throughout the school. It is interesting to note that 
Liam had learning disabilities and EBO, which rendered it difficu lt for him to adopt 
expected behavioural expectations. Perhaps Liam 'others ' Ali in order to emphasise his 
sameness to the other children. Another interesting point is that in the first extract, a 
child is reinforcing the rules. This is one example (amongst many) that normative 
expectations of behaviour in particular places are not merely imposed by adults on 
children. Children have the power to reproduce (contest, transform) dominant norms 
and expectations. This emphasises that children become self-regulating, and are 
therefore active in social reproduction. 
Along with the self-regulation of children, two related types of adult practices served to 
reproduce expectations placed upon children's everyday practices within schools, and 
the micro-spaces within them . These are praise and punislunent. Praise served to 
reinforce the rules positively, emphasising when children had conformed to or exceeded 
expectations of comportment, achievement or attainment. These expectations placed on 
children frequently reflected what it was felt that children could achieve, reflective of 
the ' immanent' rather than 'normally developing ' child. However, this varied between 
micro-spaces (see Chapter Six). Punishment occurs when children are deemed to have 
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transgressed rules, and serve to reinforce these rules. Praise and punishment-related 
practices that were part of the whole school ethos, and performed pervasively 
throughout school spaces are discussed in the section below. 
Praise and punishment related practices 
In schools generally, there are two opposmg but connected types of practice that 
encourage children to ' behave ' or to fo llow the guidelines of bodily control, and these 
are praise and punishment. When children behave appropriately (or attain a learning 
goal), they frequently receive praise. If children do not conform to expect norms of 
behaviour or attain a particular goal, which has been set for them (which mayor may 
not be normative or specific to each chi ld 's capabilities), children may be subject to 
punishment, or censure. In Rose Hill, a fine balance was constantly negotiated between 
encouraging children through praise and punishing children for inappropriate behaviour 
(children were generally not punished for a lack of attainment or achievement, although 
they could be for not trying hard: see also Bris, 1994). Adults perceived a need to 
censure inappropriate behaviour, whilst encouraging children who found conforming to 
expected school norms difficult. However, practice varied between (classroom) micro-
spaces, and this is discussed in Chapter Six. 
Within the micro-spaces of the formal curriculum, the most prevalent forms of praise 
and punishment were verbal ; with punishment graduating between gently spoken 
warnings to public censure in the form of shouting. The way that verbal strategies were 
employed varied between micro-spaces. This is discussed in more detail in Chapter Six. 
In addition to these informal procedures, a whole-school system of rewards and 
censures existed. Individual chi ldren were given ' merits ' for 'good' behaviour, working 
hard, or achieving a specific goal. Merits were entered on 'merit cards' , and when merit 
cards were completed, children received a merit certificate. Furthermore, whole classes 
were rewarded by receiving public recognition and a class merit for gaining either the 
most ' merits ' or the fewest ' black blobs' (see below). In addition, achievement and 
effort were publicly recognised in Years Three and Four, as chi ldren were awarded 
'worker of the week' or 'top trier' certificates in assemblies. Although in the 
assemblies that were observed, all of the wirmers of ' worker of the week ' were non-
disab led chi ldren , a di sabled chi ld once won ' top trier' . Ms. Peters mentioned that 
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attempts were made to award children who struggle to achieve 'top trier' awards as 
often as possible: 
'Worker of the week is ones who always get it, and it ' s lames 's and your 
Shaziers all the time, they always get it. Top trier we tend to pick our special 
needs, who are trying at one thing. Because they can't possibly try at five 
targets, because some of them have got so much to do - like Billy, if he is 
trying on his reading, and he's sticking to his targets, you have to try and forget 
about his behaviour and his weakness and just think, well he 's been reading. 
But we then specify what the reward is for. So Billy has met his target and he's 
done more than that, so well done - that ' s how that works' (Ms Peters, class 4.1 
teacher). 
It is interesting that Ms Peters emphasises that children are gIven targets that are 
considered to be realistically achievable for them. These prizes were systematically 
aimed at particular groups of chi ldren during the period of participant observation. This 
could label 'top trier ' as the second rate prize, with worker of the week being more 
desirable, serving to re inforce the hierarchy of abi lity. This did not appear to be the 
case, however, and chi ldren awarded 'top trier ' seemed pleased with their achievement. 
As with praise, Rose Hill had formal practices of punislunent that were applied in all 
micro-spaces. However, the behaviour that was considered to be deserving of censure 
varied slightly between micro-spaces, as did the opportunity for ch ildren to di sobey 
rules with and without being observed. (See Chapter Six for a fuller discussion.) The 
formal approach to behaviour that did not conform to expected norms depended upon 
the perceived seriousness of the ' misdemeanour'. For instance, some types of 
behaviour would resu lt in the chi ld being sent straight to the head teacher's office, the 
most serious level of censure within the school. In general, however, children were 
given two verbal warnings, followed by a 'black blob' or 'penalty point' if the 
behaviour continued. This gave the children time to change their behaviour, in line with 
recently reiterated behavioural codes. Chi ldren who had received black blobs would 
miss afternoon play on a Friday and the head teacher would talk to them about their 
behaviour. All chi ld interviewees took this form of pWlishment seriously, and indeed, it 
could be argued that punishment only serves its normalisation purpose if chi ldren 
internalise the negative meaning that it is intended to represent (going to the head 
teacher depends on children being scared of the head teacher, for instance). 
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In Rose Hill some children with learning disabilities and/or EBD found it difficult to 
conform to expected behavioural norms. This quote from Billy, exemplifies this point: 
'Because you've been naughty. He does it when you 've got a black blob. I got 
it just for not doing my homework for one day. They don't let you off - they' re 
paranoid and all that' (Billy, disabled boy, 4.1). 
The quote above represents a pervasive feature of children with learning disabilities ' 
school life, particularly those who also had EBD, that they experienced and reported a 
higher level of punishment than non-disabled children (or physically disabled children). 
Discussions of incidents of punishment were common in interviews with all children 
with learning disabilities and EBD. This was not reflected in interviews with physically 
disabled children and was a less dominant theme in non-disabled children's dialogues . 
This was also noted during ethnographic research, an example of which is provided 
below. 
Research diwy 8. J 2.00 - before extra Friday playtime (pm) 
J saw Mark who was sitting outside Mr. Parker's office because he was in 
trouble . There were two more boys with him. Liam was also there (I have seen 
Liam outside Mr. Parker's office lots of times). 
In general, children were punished for having transgressed unspoken school rules (and 
these acts of transgression and censure was a key way in which the rules were 
reproduced). Some of the enabling aspects of discipline have been emphasised above, 
and the need to regulate children 's behaviour within schools is situated within both 
societal expectations placed on schools as spaces (to contain and protect children: lames 
el al., 1998), and the hidden purpose of schools to create docile bodies. However, the 
presence of children with EBD who do not conform to unspoken expectations of 
behaviour in place, emphasises that, even in a school as successful as Rose Hill in 
disciplining children, some children will perform acts of transgression, and be labelled 
'deviant bodies'. Evidently, in exposing a child who failed to conform to the schools' 
norms or behaviour, punishment serves a normalisation purpose, demonstrating the 
negative results of transgression. Praise serves a normalisation purpose more positively 
by holding up children who conform as examples to be followed . Finally, formal 
curricula serve to control chi ldren, and in Rose Hill, children were always kept busy, 
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frequently with activities that they appeared/reported to enjoy. Thus, children were 
given little scope to wanl to transgress in Rose I-lill. This issue is discussed in greater 
detail in Chapter Six. 
In summary, thi s section has considered how the spatiality and everyday practi ces of the 
whole school served to control and regulate children within Rose Hill, creating doc ile 
and deviant bodies. The fo llowing section examines how ' sameness' and ' otherness' in 
relation to (di s)ability is represented within the schools. 
5.1.3 Mapping sameness and otlterness 
Dependence and/or independence 
In Rose Hill , disabled and non-disabled children were treated ' the same' , particularly as 
disabled children were not educated separately from their peers, but attended all 
mainstream lessons. However, both the National Curriculum and spati al organisation of 
the school was designed for the ' normally developing ' child. Establ ishing a norm of 
deve lopment also generates an ' Other'; those child ren who do not meet these age-
related norms (Arm strong el al., 2000; Hill and Tidsall , 1997), particularly those who 
fa ll below this norm . Children who fall below this norm, can be labe lled as having 
SEN, and potentially become eligible fo r funding targeted to meet their needs (see 
Chapter Four). 
Teachers in Rose Hill claimed that the school was effective in identify ing, and attracting 
funding for, children with ' special needs', and this funding was generally used to pay 
for an SNA who would be attached to the individual child . This reflects the 
individuali sed nature of the SEN institution generally (see Chapter Four), and is a 
common way that this funding is spent in schools, which often reflects parental 
preference (Ainscow, 1999). In diffe rent micro-spaces, how thi s was organised varied, 
and children were accorded varying levels of independence to do, and decide things 
(This is discussed in Chapter Six). The presence of SNAs can be enabling to disabled 
children, and, depending on the within-classroom practices of teachers and SNAs, to 
non-disabled children. The presence of SNAs in many ways fac ilitated the inclusion of 
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disabled children into mainstream schools. For instance, SNAs assisted physicall y 
disabled children with medical 'needs' that may otherwise have precluded their entry to 
the school, with all the academic and social opportunities that this access prov ided. 
SNAs also helped children with learning disabilities to ' access the curriculum' (which is 
designed fo r the normally-developing child). Ben explains why he li kes working with 
his SNA: 
'Because she always helps me when I'm stuck, and she don't have to get me 
around the hard way, she just asks a simple question, and I figure out the 
answer and when I know I tell her and she tells me, right' (Ben, disabled boy, 
class 5.2) 
Moreover, disabled children and SNAs often formed special relationships, which were 
generally less hierarchical than those between teachers and children (Arm strong and 
Galloway, 1996). During participant observation, very few incidents were recorded in 
which SNAs di sciplined children, whereas the research diary is replete with references 
to SNAs encouraging children. One example of th is is provided below: 
Research diary 11.12.02, Science with 4.2 
Ms. Baker says to Nelson ' You've done reall y well today, Nelson, I am reall y 
pleased with you' 
This was also reflected tn interviews with children and SNAs. Disabled children 
generall y claimed that they liked working with SNAs, and had positive relationships 
with them. Findings suggest that many disabled children prioritised their relationships 
with adults when discussing why they liked school (children conflated adults with 
' teachers'), as opposed to their social relationships with other children, which 
dominated non-disabled children' s accounts. For instance, Leah argued: 
' I like the teachers .. . Yeah. I like you, I like Miss Joh11ston (SNA), 1 li ke Miss 
Peters (teacher), that' s all ' (Leah, disabled girl , 4.1). 
These findings refl ect the wider literature that suggests that di sabled children give a 
greater priority to their relationships with adults than children (Aitken and Wingate, 
1993). It is, however, revealing that these contrasts are being (re)produced in thi s 
mainstream school setting. This could be di sabl ing by reducing children'S space fo r 
child-cultu res both within the classroom and in the playground, and thi s is discussed in 
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greater detail below. However, disabled children who had an SNA often had scope to 
have their voices heard by an adult beyond that of non-disabled children. Although the 
presence of SNAs had many enabling facets, as discussed above, some unintended 
consequences of SNAs' presence served to disable children, and it is to these disabling 
aspects that attention is now turned. 
Assigning an adult to particular children both labels children as dependent on adults, 
and identifies them as 'different ' from their peers. This was reflected in children's 
discussions of the need for help and who helps particular children. Both disabled and 
non-disabled children generally identified disabled children as needing the most help 
(with disabled children often stating that they needed the most help). However practices 
varied in different micro-spaces (see Chapter Six). 
Some physically disabled children were dependent upon SNAs for personal care. This 
type of dependency, along with hegemonic representations of disabled people as sexless 
(Shakespeare, 2000), or as having uncontrollable sexualities (Block, 2001; Park and 
Radford, 1999), make disabled children particularly vulnerable to (sexual) abuse 
(Calderbank, 2000, Morris, 1991). This issue was not addressed by any of the adult 
participants, although this also reflects the interview questions. Although no child 
interviewee claimed to have been abused by an adult within the school, informal 
conversations in the staff-room indicated that oppressive practices were taking place. 
For instance, an SNA claimed that she forced a child to go to the toilet, whether she 
needed to go to the toilet or not. In addition, one disabled child argued that she 
personally conflicted with an SNA who had been responsible for her personal care in a 
previous year. This emphasises that some disabled children's dependence upon one 
adult with whom they spent a large proportion of the school day can be problematic. If 
(and when) disabled children were unhappy with their SNA, it would be difficult for 
them to make their voices heard, due to unequal child-adult relations in schools; 
(Wyness, 2000). Practice in Rose Hill reflects that of many schools (Watson et aI., 
1999). Children would, perhaps, be more di sabled by having intimate needs addressed 
by various adults. On the other hand, many children would (and not just disabled 
children) would potentially benefit from having another adult to talk to on occasions. 
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Along with the practice of having targeted SNAs for disabled children, the spatial 
layout of the physical environment of the school rendered physically di sabled children 
dependent. Lifts and ramps were provided, and all school micro-spaces were 
' accessible ' for children with physical impairment (see Plate 5.1). However, inter-
connecting doors were heavy, and did not open both ways, meaning that children with 
physical impairments could not open the doors without assistance (usually from an 
adult: see Plate 5.2). 
Furthermore, children were not permitted to travel in the lift unaccompanied by an 
adult. This constructed disabled children as dependent. There are many recorded 
incidents of children waiting for an SNA to open doors, or to ride in the lift with them, 
and the extracts below are examples of such an incidents: 
Research diwy 27.11.00 - in the hall 
I was in the hall when it was home time. About five physically disabled 
children came in. The lift finishes in the hall , and these children came down in 
the lift. The children moved across the hall floor w1til they reached the double 
doors leading out of the hall. Here they had to wait, until their SNAs arrived, 
which was for about five minutes. The SNAs came and opened the doors for 
them. The doors are very heavy and don't push both ways. 
Research diwy 28.11.00 - Lower set Year Five-Six Maths in the hall. 
Ali came through towards the end of the lesson and went across the hall to the 
door. He waited here for about ten minutes. Eventually, Ms. Johnston came in 
and opened the door for him. She looked very flustered, as if she had had to 
rush . 
Constructing disabled children as ' dependent' (which was often reinforced in particular 
micro-spaces) reproduces a key element of individual tragedy models of disability 
(Imrie, 1996b ; Oliver, 1993a). In turn, dependency leads to a host of marginalising 
practices within contemporary capitalist societies (Irwin, 2001). 
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Plate 5.1 Ramp access to outside playground (Rose Hill) 
Plate 5.2 Heavy internal doors (Rose Hill) 
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As children are expected to be dependent, representing disabled children as dependent 
is, arguably, less disabling than when this label is applied to disabled adults. Indeed, 
children generally did not regard ' needing more help' negatively, whereas some adults 
argued that disabled children's level of dependence would become increasingly 
problematic as they grew older. This emphasises that normally-deve loping children are 
expected to increase in independence as they grow older (see also Valentine, I 997a), 
resulting in an increasing gap between the normally-developing child, and 'dependent' 
disabled children. Children are not mere ' cultural dupes ' (James et al., 1998: 29), and 
disabled and non-disabled children responded to constructions of themselves and others 
as dependent in heterogeneous ways. The following section examines how children 
responded to these constructions of dependency. 
Children 's practices of dependence and independence 
Although physically disabled children could not move independently through the school 
(and ability to move between locations was not given the same priority as having 
'disabled facilities ' ), none of the children mentioned this lack of independent mobility 
during interview. Indeed, when Ali was prompted regarding why he cannot open the 
doors, he replied: ' ... because I'm in a wheelchair - how can I open the door? ' (Ali , 
disabled boy, 4.1). 
This suggests that children may internalise their dependency without questioning 
whether the source of this dependency is social rather than medical. This finding 
concurs with Kitchin's (1998) assertion that disabled people often adopt individual 
tragedy models of disability as common sense. Interviews suggested that physically 
disabled children in particular internalised the individual tragedy model. The quotation 
below suggests that Ben had internalised his dependent status, to such an extent that he 
couched his discussions of friends in terms of being cared for: 
'He always comes with me at playtime cause he didn't have a friend , and now, 
whenever I'm lonely and he 's there he always comes and cares for me ' (Ben, 
disabled boy, 5.2). 
Non-disabled children also sometimes constructed children with physical disabilities as 
dependent upon them: 
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'I like being inside at lunchtime, because you can do anything. You can push 
them round, you can go into the disabled toilets, or the hall ' (Lucy, non-
disabled girl, 5.2). 
It is evident from this quote that Lucy finds a sense of self-fulfilment from physically 
disabled children' s dependence on her. 
However, children did not uniformly internalise representations of themselves as 
dependent. For example Ali contested the dependency imposed by the physical layout 
of the school by forcing the doors open with his wheelchair, although he was aware that 
he would be punished if anyone saw him . He placed importance on evading the adult 
gaze (as did many children when engaging in transgressive/contesting activities): 
'Yeah, but if I push the doors with my wheelchair, they open, and I sometimes 
do that.. . If! do that, I won' t get told off because nobody sees ' (Ali, disabled 
boy, 4.1). 
Furthermore, Lindsay was generally dominant her interactions with other children. For 
instance: 
Research diary 13.12.02 - 5.11nformation Technology (IT) in the IT suite 
Lindsay is working with Eve. They are interacting very positively, and Lindsay 
is taking control of the keyboard, although they are both making decisions 
about what to do . Lindsay is also taking the leading role in the decision 
making. 
This interaction between Lindsay and Eve serves to problematise the meanmg of 
dependence and independence. French (1 993a) contends that independence, in terms of 
being able to carry out tasks for one-self has its basis in the (frequently disabling notion 
of) normalisation (see also Oliver, 1996). French claims that focusing on practical 
independence can be disabling as it detracts attention away from disabled people 
gaining autonomy over more crucial aspects of their lives, such as decision-making. 
French (l993a) and Morris (1991) contend that disabled people can provide emotional 
support for their 'carers', emphasising that relationships between 'carers ' and 'cared 
for ' are not as dualistic and hierarchical as is often presented (see also Stables and 
Smith, 2000). Disabled children and their SNAs had a doubly hierarchical relationship, 
based upon disabled/non-disabled, child/adult dichotomies. Disabled children did not 
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appear to provide emotional support to SNAs. As adult-child relations are unequal in 
schools (Hill and Tidsall , 1997), and adults are cast in a protective role towards children 
(Aitken, 1994; lames et ai., 1998), SNAs discussing personal problems with children 
would conflict with expected adult and child conduct in schools. Disabled children did, 
however, provide emotional support for non-disabled children, and reciprocal 
friendships were observed and reported on between disabled and non-disabled children. 
This section has suggested that disabled children are represented as ' dependent' through 
everyday practices and the internal geography of Rose Hill. Although children and 
adults can contest these representations, and the meaning of dependence itself, the 
spatial organisation of the school served to label disabled children as 'other' through the 
provision of disabled spaces. Exclusion, the construction of ' disabled spaces' and 
abjection often further reproduced this otherness. These are now examined further. 
Exclusion, disabled !'paces and identifying the 'Other ' 
Many disabled children were considered to reqUlre medical andlor educational 
' therapies' , depending upon their diagnosis. This relates to the medical and educational 
models of disability operating through the workings of the special educational 
institution, as played out in this specific space (Chapter Four). As with many common 
practices within the school, these therapies could be constructed as simultaneously 
disabling and enabling. Therapies, such as physiotherapy and speech therapy, can be 
viewed as pseudo-medical techniques of disciplining 'deviant' disabled bodies (and 
minds). Shakespeare (1994) argues that medical therapies attempt to eradicate disability 
and therefore disabled children (see also Shakespeare and Watson, 1998). On the other 
hand, Crow (1996) advocates a corporeal understanding of disability (in social context) 
that constructs medical therapies as alleviating pain. Although both medical and 
educational therapies aim to normalise children to fit into a disableist society, arguably, 
unless a revolution in contemporary socio-spatial organisation occurs, many disabled 
chi ldren will always require these 'therapies' if they are to compete in the labour 
market, for instance. 
Within Rose Hill , disabled children were uncritically represented as requtrtng these 
interventions. Many chi ldren with learning di sabilities were subject to educational 
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intervention, in the form of speech therapy or occupational therapy. Physically disabled 
children were given physiotherapy, and children with dual or multiple diagnoses were 
subject to a variety of therapies. Despite the school ethos of ' total inclusion' (discussed 
in Chapter Four) children would be removed from their classes for short periods (or 
temporarily excluded from within-school spaces) to receive these interventions. 
Children with learning disabilities wou ld be removed for short periods, generally to 
work one-to-one with an SNA (following a programme provided by an educational 
' expert'). Teachers and SNAs emphasised that children were never excluded from 
Maths or English and this further reinforces the status of Maths and English as the most 
important lessons. Practices of temporary exclusion varied between micro-spaces (see 
Chapter Six). 
Physically di sabled children were frequently excluded from lessons in order to 
undertake physiotherapy or other medical interventions (all the physically disabled 
children attended hospital at some point during the research). Again this conflicted with 
the school's official policy of total inclusion. However, removing children from 
classrooms for short periods in order to meet their medical or learning ' needs' could be 
seen as an expression of the conflict between the generalising impulse of ' inclusion' and 
the specific special needs of individual children (Dyson, 200 I). Physically disabled 
children almost always arrived late to the classroom and left early, on account of 
meeting their physical needs. This reflects the findings of previous research (Watson et 
aI., 1999). It may be argued that this reflects a continued tendency to define disabled 
children by their medical needs (Davis and Watson, 2001; Shakespeare and Watson, 
1998); a tendency observed in Rose Hill. However, it is also possible to argue that 
physically disabled children have different bodies to their non-disabled peers, and that 
this temporary exclusion reflects the corporeality of a disabled body (French, 1993b). 
This difference does not have to be disabling (Morris, 1991), and whether it is or not 
depends upon individual and group interpretation, and the socio-spatial organisation of 
schools. 
Excluding disabled chi ldren from classrooms for short periods of time identifies 
children as different. However, this difference does not have to be interpreted 
negatively. Children 's and adult's responses to this difference varied between and 
within micro-spaces, as discussed in Chapter Six. However, in general , children made 
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no comment, and did not appear to notice that some children arrived late and left early, 
or were removed for other reasons. The example from the research diary below is 
representative of this: 
Research diary 14.' 1.00 - Middle Set Year Five Maths 
Lindsay leaves a bit before the end of the lesson. She controls her own chair, 
but the SNA helps her by opening the door. None of the other children seem to 
notice that she is leaving. 
Children with learning disabilities generally undertook their ' therapies' on the corridor 
or in the 'special needs room ' ; a small room which served as a library, which was also 
where the lift was located (see Plate 5.3). Rose Hill had specialist facilities to cater for 
children with physical disabilities (reflecting the schools position as a special resource 
school). There were, therefore, 'disabled spaces ' in which disabled children 's physical 
needs were met (See Plate 5.4). 
Although some ' disabled spaces ' served as strategic sites of belonging for disabled 
children, this use of physical space served to demarcate children with physical 
disabilities as ' disabled ' and 'Other'. Indeed, many children in interview and during 
participant observation labelled children with physical impairments ' the disabled 
children ' . Disability was thus assumed by many children to be synonymous with 
physical disability, and children with physical disabilities were perceived to be a 
different group, 'other' to themselves, as exemplified below: 
Research diary 7.11.00 - Being shown around the school by two children 
They showed me the ' lift for the disabled children', and the physiotherapy room 
for the 'disabled children'. They also told me that ' the disabled children ' hang 
up their coats and bags near the lift. The lift goes into the dining hall. They 
talked about the disabled children three times, and they mentioned them very 
naturally. It does seem as if they see the disabled children as 'other ' to 
themselves. 
The 'disabled toilet' (Plate 5.4) was one such ' disabled space' . Indeed, it could be 
argued that the disabled toilet was an 'abject' space, particularly as some disabled 
children were frequently defined by their inability to use the toilet independently. This 
practice of defining children through their inability to control their bodies, particularly 
their bowels, encoded phys ically di sabled children as dependent bodies. 
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Plate 5.3 The 'SEN' room and lift (Rose Hill) 
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Faeces is abject within contemporary western societies - associated with everything that 
is biological and therefore uncomfortable about the human condition. Sibley (1995a) 
argues that an integral part of developing the ' Self is to generate distance from the 
' Other'. Importantly, rather than being an existential given, Sibley (1995a) contends 
that the 'other' is socio-spatially specific (see also Chapter Two). In contemporary 
western cultures, faeces and other bodily wastes become 'other' to ourselves, and are 
abjected. However, despite attempts to distance ourselves from the abject, they are part 
of the human condition, and can never be completely exorcised. Our discomfort with 
the ' unclean' and uncontrollable aspects of ourselves encourages us to distance 
ourselves from these aspects of the human condition. This is achieved by projection of 
the origins of our discomfort onto ' Other' human groupings. 
Disabled people can be viewed as one such human groupmg (see Chapter Two). 
Although children in general are othered in a variety of ways , they are not abjected, as 
children are understood as adult's ontological beginnings (Holloway and Valentine, 
2000b). These issues are discussed in more detail in Chapter Seven and Eight. 
There was an age-related dimension to this abjection, however. Adults felt that as 
children aged, their continued dependence on adults to take them to the toilet would be 
increasingly socially unacceptable. This is related to young children generally being 
constructed as 'dependent' in contemporary western society (Holloway and Valentine, 
2000b). In addition, children ' s level of bodily control is expected to increase as they get 
older. This age-related aspect of othering mirrors that found in relation to dependence 
and learning. As Ms. Peters said in an interview situation: 
' I think really, because they ' re gonna be just so - left out because, who is going 
to push the disabled children round and take them to the toilet when they are 
16? I just don' t think anyone will want to do it. Whereas at this age, they ' re so 
young yet, aren ' t they? And they ' re not a problem. ' 
Some non-disabled children (re-)produced the abjection of physically disabled children 
through their association with faeces. This association of physically disabled children 
with faeces on occasions precluded these children being invited to the more intimate 
space of the home. Lucy, who frequently played with Lindsay, and who was Ben's 
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girl friend (displaying a more intimate relationship, cf. Dear et al., 1997), when asked if 
she had taken these friends home, exclaimed: 
'No! . .. Because my mum couldn 't look after a disabled person - she wouldn ' t 
know what to do with them ... You have to take them to the toilet ... You've got 
to go with them' (Lucy, class 5.2, Rose Hill). 
The stigma attached to needing help to go to the toi let, became associated with the 
abj ect space of the 'di sabled toilet'. However, non-disabled children treated the 
disabled toilet as both a threatening and exotic place. For instance, Lucy' s favouri te 
place in the school was the 'disabled toilet' . This also reflects the attempt made by 
adults and children to make disabled spaces attractive (see Plate 5.4). 
This di scuss ion has emphasised how temporary exclusion of children within the school, 
and creation of di sabled spaces can be disabling to children. However, these 'disabled' 
spaces can also become sites of belonging fo r di sabled children, and thi s is briefl y 
discussed in Chapter Seven. A brief consideration is given to the spaces of informal 
children 's cultures within Rose Hill before go ing on to consider how Church Street was 
an enabling and/or disabling whole-school space. 
5.1.4 Spaces of ill formal childrell 's cullures 
This section provides a brief discussion of children's cultures, and highlights that 
children' s cultural worlds (Dixon, 1997) are pervasive throughout the school space. 
Although children are viewed as the objects of education policy (Hill and Tidsall, 
1997), and therefore have little control over fo rmal socio-spatial regimes within the 
school, social relationships with peers are extremely important to children' s school 
identities (S lee, 1997). Throughout the above discussion, children' s enabling/disabling 
practices , which reproduce, contest or transgress fo rmal di scourses of (dis)ability, have 
been discussed. This emphasises that although children are not cultural dupes, 
children ' s cultures are connected to (though not simply reflective of) adult cultures. 
This section considers children' s positive and negative social relations with, and 
representations of, their peers. Everyday expressions of these children' s cultures are 
analysed more fully in Chapter Six. 
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Many children argued that their social relationships with peers made them happy at 
school , for instance, as Kaseem argues: 
'There's loads of good friends here, and - urn, they help you out, and if you're 
stuck, they'll give you the - they won't give you the answer, but they'll tell you 
how to do it ' (Kaseem, non-disabled boy, 5.2). 
However, friend-related explanations for liking school were absent from disabled 
children ' s discussions, and disabled children prioritised formal learning considerations, 
and/or relationships with adults. This suggests that disabled chi ldren either had more 
problematic peer-relationships or placed a lower priority on relationships with children 
than their non-disabled counterparts (see also Aitken and Wingate, 1993). 
Both disabled and non-disabled children claimed to have friends and/or best friends , 
when interviewed. In general, disabled children were friends with non-disabled 
children, and few disabled children reported that another disabled chi ld was their friend. 
This reflects the organisation of the formal school curriculum, and children generally 
made friends within their year group (although not always within their classes). When 
talking about 'friends', children did not always discuss the people that they most 
frequently played with. The term 'friend' represented to many children an idealised 
view of who they most liked. Children were also asked who they played/did not play 
with, and this is discussed in Chapter Six. 
Although most children had friends, many disabled chi ldren reported relatively 
problematic social relationships with their peers, and some disabled children noted that 
they did not have any, or had few, friends: 
'No, I don't have a best friend at school - I don't think have a friend ... ' (Liam, 
disabled boy, 4.2). 
'Do you know Mark? He ' s the only best friend I've got' (Billy, disabled boy, 
4.1 ). 
' I play with Lucy, she's my friend, but she's my only fiend ... I haven't got any, 
I haven't got any friends in the school ' (Lindsay, disabled girl , 5.1). 
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Non-disabled children did not report such problematic friendships. Children's 
interviews alone may under-represent the problematic peer relationships experienced by 
some disabled children, as some disabled children who were observed frequently 
playing alone, claimed to have friends. For instance, Karrie and Nelson were repeatedly 
recorded as being alone in the research notes . Due to the dominant (re)production of 
individual pathology discourses of disability, problematic social relations between 
children with and without disabilities were frequently blamed on the child with the 
disability. It is likely that disabled children are aware that they are usually the focus of 
such blame and are therefore reluctant to admit that they experience problematic 
relationships with their peers. Adult actors located the 'blame ' within disabled children 
to varying extents, and some adults highlighted the role of non-disabled children in 
negative social interactions between children. This is discussed in detai I in Chapter Six. 
Furthermore, children who were identified as best friends by disabled respondents 
frequently did not cite this disabled child either as their best friend, or as their first 
mentioned friend. For instance, Lucy only named Lindsay as one of her best friends , 
after prompting, although the two girls spent most playtimes together: 
Lucy I like playing with my friends, my friends are Eleanor, Claire, 
Jasmine, Miss Holt, urn - Rebecca who 's at myoid schoo l .. I've got 
loads. 
LH Well, carry on if you want [pause] .. . Is Lindsay not your friend? 
Lucy Yeah, Lindsay. Do you want to know, who is disabled? 
Both disabled and non-disabled children did not identify disabled children that they 
consistently played with, or who named them as friends , as friends . This may also 
reflect the idealised understanding of the word 'friend ', as discussed above. However, 
the combination of findings above suggests that disabled children had problematic 
friendships . This supports the findings of previous studies (Baker and Donnelly, 2001 ; 
Davis and Watson, 2001). Non-disabled interviewees did not report such difficult peer 
relationships. However as discussed briefly below, some non-disabled children, who 
were interviewed were the victims of bullying. 
Many children in Rose Hill claimed to have been bullied, involving name-calling rather 
than violence. Nearly all disabled children had been bullied. Having been bullied was a 
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less dominant theme among non-disabled children, although incidents were reported. 
Children with physical di sabilities alone did not report having experienced bullying, and 
no child claimed to have been called a negative label for physical di sability. All the 
children with learning di sabilities and/or EBD (whether or not they also had physical 
disabilities) claimed to have been bull ied. Negative disab il ity labels were reported as 
being used, particularly words aimed at children with learning di sabili ties, such as 
' stupid ' or 'dingbat. ' Incidents of such name-calling were also observed during 
participant observation. The prevalence of negative names applied to children with 
learning di sabili ties emphasises that in Rose Hill, the use of such names is not deemed 
as serious an act of transgress ion as the use of negative labels for phys ical di sability. 
This is perhaps reflective of wider societal di scourses. 
Non-disabled children, who reported being bulli ed, were subject to general name-
calling, and the destruction of their work. One child, Andrew (non-disabled boy, 4.1 ), 
was bullied by an individual child . Although Andrew is class ified as non-disabled for 
the purposes of this study, he had an impairment that affected hi s legs, which questions 
the possibility of dividing children into dichotomous groups of disabled or non-disabled 
(see also Chapter Three). The other self-repolied non-disabled victim of bullying, 
Jasmine (non-disabled girl, 5.2) claimed to be bullied by two children, including Bi lly 
(disabled boy, 4.2). 
It was not a simple case of non-disabled children bullying disabled children. Some of 
the perpetrators of bullying were themselves disabled children, particularly children 
with learning disabilities and/or EBD. In addition, children with a range of 'othered' 
identity pos itionings were bullied. For instance, a non-disabled girl was excluded by 
her peers and called names, as she did not perfo rm her gender identity in ways 
considered appropri ate by her peers. However, children with learning di sabilities and 
especially those with EBD were consistently excluded and or labelled with negative 
names by their peers. Some children claimed that they did not li ke playing or working 
with children with learning disabilities and EBD, as these children could not conform to 
the children's expectations of bodily performance: 
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yeah ... he just gets aggravated. He comes back, alright, but if the 
going gets tough for him, he just lashes out at someone '" and we can't do owt 
else, or he'll hit us, so we just leave him. He slavered down me once on 
purpose, and like ... He slavered down me, and he thinks it's so funny. 
It seems on purpose sometimes. He did it, and he then gets reaJJy annoyed with 
you, but I said, it don't matter, Nelson, I'm going to ... I'm going to tell Miss. 
Cause he really annoys me ' (Mark, 4.2, Rose Hill). 
Nelson was consistently 'othered' by his class teacher, as outlined in Chapter Six, and 
the discussion above could represent children reproducing adults ' disabling 
representations of children. It is interesting to note that Mark is himself disabled, and 
shares an SNA with Nelson. This raises the possibility that Mark ' others ' Ne lson in 
order to emphasise Nelson' s difference from himself. Occasionally chi ldren were 
tolerant and understanding of children with EBD, and more accepting of their 
unorthodox behaviour: 
'I think Nelson ' s normally rough and that because - people just tease him and 
that. And so he's probably just used to being rough, and that's what he's been 
brought up with . .. but really he's quite sweet' (Nellie, Rose Hill, 4.2) 
This emphasises that children are capable of contesting dominant representations of 
(dis)abi lity that are applied to individual chi ldren. 
5.1.5 Summary 
This section has considered how the internal geography of Rose Hill served to both 
empower and disable children categorised as having 'SENs'. It has been demonstrated 
that time-space regimes and practices that represent effective strategies for fulfilling the 
formal purpose of the school also serve a hidden purpose of creating 'doci le ' and 
consequently 'deviant' bodies. Moreover, it has been shown that many practices 
implicit in the formal and hidden curricula construct chi ldren with SENs as (dis)abled. 
However, children and adults can reproduce, contest, or transform these representations. 
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5.2 (Dis)abling internal geographies of Church Street 
This section considers how the internal geographies of Church Street served to 
di scursively construct children as (di s)abled, and how children and adults reproduced, 
contested, transgressed and transfo rmed these discourses through their everyday social 
practices. 
5.2.1 Spaces offormallearnillg 
In line with Rose Hill , fonnal learning activities were principally organised into age-
related categories. However, due to declining roll s, Years Three and Four were merged 
together. This organisation of children is, as emphasised in Section 5.1.1. underpinned 
by a 'normally developing' view of childhood (lames et a/., 1998). Church Street was 
also influenced by external pressures from national government policies that were 
designed fo r ' a normally-developing child' , such as SA Ts, league tables, and the 
national curriculum (Vlachou, 1997). 
Some teachers claimed that these policies conflicted with inclusive principles, and were 
unfair to the school. For instance: 
' I think they unjustifiably penali se schools like here - ours that are inclusive, 
and do have a lot of special needs children' (Ms. Trim, SENco, Church Street). 
As in Rose Hill , some teachers felt that SA Ts were disabling to children with SENs: 
' SATs and league tables are cruel - because they punish schools that have got a 
high level of SEN and they punish kids with SEN' (Ms. Gregson, SENco, 
Church Street). 
The influence of SATs was even more pervasive in Church Street, as children in both 
target year groups spent awhole week undertaking practice tests. Teachers drew upon 
the educational model of disability, which depended upon the ' normally-developing' 
child, as children in the lower sets were given SA Ts that were des igned for younger 
children. 
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Research diary 25.05.0 - Lower set Year Three-Four Maths 
Mr. Kane gives me a copy of the test. It is a Key Stage One practice test, and it 
still has written on it that it is a Key Stage One test. None of the children seem 
to respond negatively. 
As in Rose Hill , the school had a system of setting children according to their perceived 
position on the hierarchy of measurable intelligence for Maths and English. 
The relative imp0l1ance placed on Maths and English is represented by these being the 
only subjects to be setted. This reflects national government policy regarding the 
Literacy and Numeracy hours and SAT testing in these sUbjects. The normally-
developing/abnormally-developing child was central to this organisation, particularly as 
children in Year Three-Four were often placed in sets according to their age, and this 
further emphasised when children were failing to reach this norm. In common with 
Rose Hill, setting was viewed positively by staff members, as a way of dealing with the 
reality of a heterogeneous level of ability, which itself destabilises Piagetian notions of 
normal development. This decision taken by staff in Church Street and Rose Hill is one 
that is increasingly being taken in schools, in response to the demands of national 
government policies (Ireson and Hallam, 1999). 
Sets have an unintended consequence of emphasising who is good at and bad at Maths 
and English. Children ' s interview responses frequently highlighted that they both 
understood what set they and other children were in, and the hierarchy that this 
represented. Many children claimed that they would prefer not to be in the bottom set: 
'No [I wouldn' t want to be in the bottom set] ... Because in the bottom it's right 
easy work, and if you know it you don't learn owt. [People who are in the 
bottom set] need it, because they're not good at it, you know, English and stuff 
(Joshua, non-disabled boy, 5.2). 
This emphasises the normalising purpose of setting (discussed more fully in Chapter 
Seven) although respondents were not overtly negative about being in the bottom set. 
As in Rose Hill, the majority of students who were in the lower sets for English and 
Maths claimed to not know what set they were in, although most children in other sets 
expressed their awareness of the set hierarchy. This suggests that children regarded 
being in the ' bottom set' as stigmatising, as the sets were openly labelled by adults: 
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What set are you in for English?' 
MrKeegan 's ' (Graham, disabled boy, 5.1, Church Street). 
'1 don't know. I'm in Mr Keegan's class ' (Nathaniel, disabled 
boy, 5.1 , Church Street). 
Despite this finding, being in the bottom set was evidently not constructed negatively in 
Church Street when compared to Rose Hill. For instance, most children who were in 
the bottom sets claimed to be happy with this: 'Because it ' s fun and that. Like in 
English ... ' (Loretta, disabled girl, 5.1). ' It's good, because you get to do good stuff 
(lulie, non-disabled girl, 5.2). 
Perhaps even more revealing is that some children in higher sets claimed that they 
would prefer to be in the bottom set. This suggests that the set hierarchy did not 
perform as effective a normalisation technique as in Rose Hill , and therefore was less 
stigmati sing to children in the bottom set. This suggestion is supported by the finding 
that, although many children in all sets claimed to have been bullied in Church Street, 
being called names such as 'stupid' was a less common theme amongst children in the 
bottom set than in Rose Hill. These findings may be related to more di sabling within-
set practices in Church Street (see Chapter Six). 
As in Rose Hill , disabled and non-disabled children generall y claimed to like school. 
Disabled children in particular cited learning-related considerations for liking school , 
and children in the bottom sets reported liking English and Maths, which were the most 
popular subjects. This also contrasts with other studies (Slee, 1997). Typical responses 
were: 
'Yeah [1 like school] ... 1 like SATs lessons, PE and Maths and Engli sh. llike 
them all ' (Nathaniel, disabled boy, 5.1). 
This suggests that many di sabled children found these subjects enabling, agatn 
indicating that sets were not as disabling in Church Street as in Rose Hill. However, as 
with Rose Hill , most children in the bottom sets did not think that they were good at 
Maths and English. The only children who argued that tl1ey did not like English were in 
the same set, and this is discussed in Chapter Six. 
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In swnmary, this section has emphasised some of the ways that spaces of the formal 
curriculum can serve to label children as learning (di s)abled. In common with Rose 
Hill, children' s fo rmal learning activities were organised by age-related groups. Like 
Rose Hill, children were further sub-divided into attainment related ' sets ' . Although 
this appeared to influence children's academic identities as ' academic successes or 
fa ilures' (Hill and Tidsall , 1997), many children transformed the meaning applied to 
bottom sets. Children in the bottom sets in Church Street emphas ised their enjoyment 
of Maths and English to a greater extent than in Rose Hill. This discussion now 
considers how the hidden purpose of schools, to create docile bodies, generates 
practices that serve to 'di sable' children. 
5.2.2 Spaces ofregulatioll alld tIle crec/tion of docile alld deviant bodies 
In thi s section the extent to which schools' hidden purpose, to create docile bodies, was 
met through everyday practices is analysed. 
Expectations of bodily control 
As with Rose Hill, Church Street was governed by a series of rules about suitable bodily 
activities . In common with Rose [-!i ll , thi s has enabling aspects for chi ldren, such as 
fac ilitating learning and movement around the school. In contrast to Rose Hill , Church 
Street did not have an easily recognisable/pervasively displayed set of written rules for 
appropriate conduct, and generally relied on unwritten norms and expectations. In the 
one micro-space with openly di splayed rules - the dining room - these were openly 
flouted, with children reporting on finding the noise and food-throwing from peers 
disturbing. This is exemplified below: 
'People are always noisy in the dining hall , and I prefer to just eat my dinner 
and go out, and some people are like tlu'owing it on the floor ".' (Rosalind, 
non-disabled girl, 5. 1) 
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Research diary 17. 05. 01 - in the dining hall 
The dining room is incredibly noisy, with chi ldren shouting out, moving around 
and sometimes throwing food. There are some rules written on the wa ll on a 
big poster, including the necessity to be quiet, etc, but it is pretty evident that 
they are not kept to. 
The extract and quote above provide an example of how not having any rules governing 
bodily activities can be disabling for some children, making abiding by certain rules, 
conversely, enabling. 
It can be argued that Church Street was not as successful at creating docile bodies as 
Rose Hill , although teachers argued that this reflected the nature of the local area within 
which the school was sited. Some teachers, particularly the head teacher, emphasised 
the importance of including children with EBD, who were children whose innate 
potential had not been fulfilled , on account of traumatic home lives. Some teachers 
linked learning disabilities, EBD and also physical disabi lities to the poverty, social 
exclusion, abuse and neglect experienced by the families of many children. For 
example, in response to being asked why Church Street has such a high level of' SENs', 
Ms. Trim argued: 
' .... [it's] the grinding poverty that you get in [ . .. ] in inner-city areas. There's 
an awful lot of chi ld abuse which I've never come across, urn [ ... ] ... it' s 
something to do with [ .. . ] urn , martial break down, communities breaking up so 
that you haven ' t got the [ ... ] the back-up, you know, the social networks. It's 
something to do with, lack of employment, lack of money [ ... ] all the social 
issues, which really schools can 't do anything about that, but we take the 
children, and generally speaking, abused chi ldren present with learning 
difficulties and behavioural difficulties, because, you can ' t learn if you're 
frightened, and if you're frightened, you either go into your shell, or you kick 
off big time ' (Ms. Trim, head teacher, Church Street). 
This example highlights that schools are unique moments within time and space (cf. 
Massey, 1993), which will have specific priorities and challenges, as well as being a 
local expression of the education institution. 
A key component of including children with EBD was considered to be a flexible 
approach to rules. However, there was a limit to the leve l of deviation from the ' norm' 
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of behavioural expectation that children could express, which children who fall beyond 
this norm being subject to exclusion (see Chapter Four). In addition, children were not 
expected to conform to the same level of bodily control in Church Street when 
compared to Rose Hill. For instance, the only occasion teachers were observed telling 
children to 'cross their legs' or arms was during a lesson taken by a supply teacher. A 
higher incidence of, and tolerance to, aggressive and unorthodox behaviour was 
observed in Church Street than Rose Hill. In particular, children were seen play-
fighting every day, and were generally allowed to behave in ways that would have been 
seen as unacceptable in Rose Hill. One incidence of violence between two Year Six 
boys was observed. The following extract from the research diary highlights how the 
more flexible expectations on bodily control in Church Street were enabling to some 
disabled children, who found it difficult to control their bodies: 
Research diary 15.05.01- Geography, 4.2 
Meanwhile, Alfie is continuing to sit with his head on his hands, then on his 
chin, then he is clapping again, then he studies his fingers very thoroughly, and 
then he is counting again. The other children just don't react to all this at all. 
Alfie continues to clap his hands, as the other children continue getting ready. 
No one seems to react to Alfie's behaviour. 
Although Ms. Trim felt that it was important to include children with EBD, and to be 
flexible regarding their needs, many teachers held conflicting views, and considered 
their jobs to be made more difficult due to the presence of children with behavioural 
problems (see Chapter Four). Teachers were, however, differentially located in terms of 
their ability to determine whole school policy. 
As in Rose Hill, two related forms of practices were used to reinforce norms of expected 
behaviour, and these consisted of praise and punishment. These are now discussed. 
Praise and punishment related practices 
Church Street, like Rose Hill, had a school-wide system of praise and punishment. 
Praise consisted of a stamp chart system. When a child's stamp chart was completed, 
their reward was to be permitted to spend time away from their classroom, in a micro-
space of their selection. Children frequently chose to spend time in the nursery, in the 
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school office or in the 'drop-in centre'. As in Rose Hill, the practice of giving stamps to 
children varied throughout micro-spaces, and some classrooms had further practices of 
giving praise. This is discussed in greater detail in Chapter Six. A further whole-school 
practice was that of rewarding whole classes with an extra five minutes playtime, for a 
(nearly) full attendance register. 
In Church Street, a whole-school 'achievement' assembly took place on Friday 
afternoons, wherein children's achievements (in terms of attainment: academic and 
sporting, and achievement more generally) were publicly recognised. This provided a 
public reinforcement of appropriate behaviour to the entire school. In observations of 
this assembly, it was noted that both disabled and non-disabled children received public 
praise, for behavioural and academic attainments and 'trying hard'. The extract from 
the research diary below provides an example of a disabled child being awarded in this 
assembly time: 
Research diary 15.05.01 - Achievement assembly 
Stars given out - including Alfie - who walked in zig-zags to front, but the 
children were positive to him. Ms. Trim said something to him, and she got it 
wrong, and he put her right. All the children laughed (with him not at him). 
Punishment, the negative demonstration of what happens if children fail to comply with 
acceptable behaviour, was not subject to a consistent system, as was the case in Rose 
Hill, and practice varied greatly between micro-spaces. In common with Rose Hill, 
children were generally punished for behavioural reasons, rather than failing to meet 
learning-related targets. This reaffirms the findings of previous studies (Bris, 1994). 
As mentioned above, along with the norms of behaviour being more relaxed in Church 
Street than Rose Hill, certain children were exempted from normative expectations 
placed on children in the school. Within the school space, this was enabling for 
children who could not reach these norms, especially those with EBD and/or learning 
disabilities (although it has already been suggested that this could be disabling to other 
children). This was reflected in children's interviews, and children with EBD and/or 
learning disabilities experiences of school were not typified by punishment to the same 
extent as in Rose Hill, although experiences varied between micro-spaces (see Chapter 
Six). 
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It was argued in Section 5.1.2 that it is part of schools' unofficial purpose to 'teach' 
children appropriate bodily control, and in Church Street rules and expectations were 
placed on behaviour. There were few observed incidents of children either endangering 
other children, or disrupting learning activities in the classroom. Due to the relative 
flexibility of expectations of conduct within Church Street, children with EBD were not 
'othered' consistently within the school space. However, some disabled children were 
constructed as 'Other' through the internal geography of the school, and this is 
discussed in the following section. 
5.2.3 Mapping sameness and otherness 
Constructing dependence and independence 
The SEN institution operated through and within Church Street, and due to the 
individual nature of the process, the majority of children with 'statements' had an SNA 
whose post was funded by their statement. However, the operations of the SEN 
institution differed in Church Street to Rose Hill, due to the unique characteristics of the 
school space. Staff in the school suggested that the SEN process did not include all 
children with 'learning difficulties'. There was a perception that, in the context of 
Church Street, children with 'difficulties' who would have been assessed and received a 
'statement' in other schools, went unnoticed. This was attributed to the high proportion 
of children with 'learning difficulties' in the school space. 
In Chapter Four it was emphasised that children are defined as having 'learning 
difficulties' if they fall below the 'norm' of development for children of their age. 
However, teachers suggested that the 'norm' of development with Church Street 
differed to other schools. This suggests that in Church Street, only those children with 
more severe 'learning difficulties' were identified as having 'SEN', as some level of 
learning difficulty was the norm in this context. Thus children were present in Church 
Street who had learning disabilities, without having an SNA attached to them. The 
following quote exemplifies this: 
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' ... I think it was very different. If you compared children that are very well off 
to - children that we have, here, that we don't even register, would be on like -
four or five in one of those schools, but because they're just normal here to be 
like that - so we only would statement the absolute absolutes.'(Ms. Gregson, 
SENco, Church Street). 
Ms. Gregson suggests that the 'normal' child in Church Street has some learning 
difficulties. This implies that the 'normally-developing child' may be context-specific, 
with conflict potentially existing between the centralised 'normally-developing child', 
expressed in national policy literature, and this place-specific child. In addition, this 
emphasises that children with similar level of 'difficulties' are differentially labelled or 
not labelled as 'disabled' in contrasting sites. This emphasises the importance of space 
and place in the construction of disabled identities (see Chapter Seven). 
Due to the context specific 'norm', it is evident that the process for identifying SEN is 
not uniform across schools. This concurs with findings from previous studies, which 
have emphasised the differences between LEAs in identifying children with SENs (e.g. 
Evans et al., 1997). This flexibility (at the local and school level) is made possible as 
the identification of SEN contains subjective elements. Of particular relevance here is 
the role of within-school actors (initially class teachers) in identifying children who are 
'falling behind' their peers. Observations suggested that some children in Church Street 
who did not have statements of SEN, or were not above level two on the schools' 
internal SEN register, had learning difficulties as great as some children in Rose Hill 
who were on level three and beyond. It is important to note here that Rose Hill was not 
a 'leafy lane' school, as the pupils came from mixed socio-economic backgrounds (see 
Chapter Three). Teachers in Rose Hill emphasised their effectiveness at identifying 
children with 'SENs'. Thus a myriad of processes could be responsible for observed 
and reported differences. 
The different interpretation of the SEN process within Church Street and Rose Hill 
influenced the level of resources for which the two schools were eligible. The lack of 
funding for many children who experienced 'difficulties' with learning led to different 
within-class practices of SNAs. Although the funding attached to individual children's 
statements was generally spent on providing an SNA, assistants often undertook a 
different role in Church Street than Rose Hill, and acted as 'extra teachers', and on 
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occasions, replacement teachers. This reflects both the high proportion of children who 
had learning disabilities but who were not eligible for a statement and the relatively 
large class sizes in Church Street. For instance, middle set 3-4 Maths had 40 pupils, 
whilst the lower sets had more than 20 pupils (which compares to a maximum of ten 
children in the lower sets in Rose Hill). An example of the kinds of roles that SNAs 
undertook in Church Street is provided in the excerpt from the research diary, below: 
Research diary 25.05.01 -lower set Year Five Maths 
Ms. Miller, the SNA spent a great deal of her time circulating the class and 
helping all the children. Her job is with Loretta, but she didn't just stay by her 
side, and she walked around helping all the children. 
Although this may have implications for children's formal learning, having SENs or an 
SNA did not appear to be represented negatively in Church Street. For instance, very 
few children reported being called names such as 'stupid', particularly in comparison to 
Rose Hill. Indeed, some children who did not have a statement of SEN strategically 
sought one, and children with statements were often the objects of envy rather than of 
pity. As Loretta states: 
' ... they say you shouldn't really need special needs ... [It was] Julie who said 
it. She said you don't really need special needs - I need help, with my reading 
and that. She's not as good at reading as me' (Loretta, disabled girl, 5.1). 
This shows that children are capable social actors who can appreciate the significance 
of, for instance, 'having special needs'. Rather than ridiculing children with statements, 
due to the limited resources in this school, children appeared to appreciate that gaining a 
statement is a crucial way in which their educational needs can be met. 
Despite the finding that SNAs often worked differently in the classroom in Church 
Street than Rose Hill, some children had SNAs who worked with them individually. It 
was also SNAs sometimes worked with groups of children (or a 'bottom table') within 
particular classroom micro-spaces. This is a significant concern in the following 
chapter. 
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Segregation into disabled spaces 
In Chapter Four, it was identified that an essential component of ' inclusion' in Church 
Street was the segregation of disabled children into particular places for varying time 
periods. In particular, the children with Down's synd rome were almos t excl usive ly 
educated in a makeshift special unit known as the 'drop-in centre' (see Plate 5.5). 
Plate 5.5 The drop-in centre (Church Street) 
In practice this separation meant that the three children with Down's syndrome 
(Joanna, Anthony and Neal) spent the majority of the day together, being educated by 
a nursery nurse and an SNA, and having no teacher contact. Ros ie (di sabled girl , 
class 5.2) also spent some time here. This segregation assumed homogeneity between 
thi s group of children that did not exist. This organisation of the children with 
Down 's syndrome's day was dependent upon a perception that these children were 
both significantly di fferent from their peers at present, and that they had very different 
futures. For instance, many teachers did not feel that these children would gain 
formal qualifications. 
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or employment in the labour market. Children's predicted dependent futures 
(Middleton, 1996: 53) resulted in them receiving a radically different education from 
their non-disabled peers. The following extract from the drop-in centre emphasises the 
skills that the children with Down's syndrome were represented as requiring: 
Research diary 16.05.01 drop-in centre 
The children make some toast under the instruction of Ms. Jessop and Ms. Hill 
... The children then sit arouod the table and eat their toast. Ms. Jessop and Ms. 
Hill sit on either side of Ne aI, Shawn and Joanna who sit next to each other. 
Before the children start on their toast, Joanna goes to get the milk out of the 
fridge. Ann asks questions like 'does Anthony (who is not here) want some 
milk?' Both Neal and Joanna answer these questions. Whist the children drink 
some milk and eat some toast, all the adults have a cup of tea or coffee. We 
also have some toast. After they have finished eating toast and drinking milk, 
Ms. Hill asks the children questions about what they did last night. All the 
children have the chance to speak '" Then the children do some literacy and 
some numeracy. 
Furthermore, when the children with Down's syndrome attended lessons with their 
peers, they did so en masse as the 'Down's Kids'. This, and the practice of segregating 
these children into a 'disabled space', constructed these children as 'Other' to their non-
disabled peers, or peers with less obvious disabilities. Some children reproduced this 
othemess, identifying Joanna and Rosie as having 'special needs', adopting the expert 
language of the SEN institution. Another respondent, Rosalind, described Rosie as 
having Down's syndrome. However, although Rosie is disabled, she does not have 
Down's syndrome: 
'Rosie - Rosie - gets taken out of Maths because she's in special needs ... and 
there's another - Joanna who's in special needs as well' (Joshua, non-disabled 
boy, class 5.2). 
'Rosie [needs a lot of help], off Miss Bingham because she's Downs syndrome' 
(Rosalind, non-disabled girl, 5.2, Church Street). 
Interestingly, Rosie does not have Down's syndrome; she is Down's syndrome. Rosie's 
identity is reducible, in Rosalind's view, to the disability 'syndrome' which she 
perceives Rosie to have (Morris, 1991). The decision to educate the children with 
Down's syndrome within the 'drop-in centre' is situated within the resource constraints 
that the school operated uoder. Teachers (especially, although not exclusively in 
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Church Street) pervasively emphasised that the spatial shift of children into mainstream 
schools was not accompanied by a relative resource distribution (see Chapter Four). 
Although the drop-in centre had many disabling aspects, particularly as these children 
became an identifiable 'Other' group within the school, there were enabling results of 
this segregation. First, children seemed to find the drop-in centre an enabling space. 
For instance, Rosie viewed the 'drop-in' positively, and asked if she could spend time 
there: 
Research diary 25.05.01 - drop-in centre 
Rosie came in and asked if she can stay here. They said, 'yes, if your teacher 
will let you'. She went off to ask, and then came back. 
Second, the drop-in centre was viewed as a positive space by non-disabled children, 
who frequently chose to spend their reward time here. However, relationships between 
non-disabled children and the children with Down's syndrome were often hierarchical. 
Finally, this special unit provided a space for disabled children to develop a sense of 
belonging and disabled identity, addressing a critique that Cook et al. (2001) levelled at 
inclusion (see Chapter Four). Indeed, this socio-spatial organisation of formal curricula 
periods was reflected in the children's informal, friendship cultures (although this could 
also demonstrate that these disabled children had a reduced opportunity to make non-
disabled friends). 
5.2.4 Spaces of informal children's cultures 
This section considers how the informal curricula of children's peer-group cultures 
constructed children as (dis )abled within the school. This emphasises that children as 
social actors can reproduce, contest, or even transform representations of (dis )ability 
and disabled children. 
As in Rose Hill, the majority of children reported having friends and best friends, and 
many children prioritised their positive peer-group relationships in explaining why they 
liked school, for instance: 
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'Urn - I do, because - I've got all my friends here and they're always friendly to 
me, and - even if I fall out with someone, they always say sorry to me, and - it 
should be me saying sorry. I've got good friends' (Rosalind, non-disabled girl, 
5.2). 
This finding parallels previous studies (Slee, 1997) that identify children as prioritising 
social, over academic, aspects of school (although many children used the formal 
curriculum to explain why they liked school). However, as in Rose Hill, there was a 
disparity between disabled and non-disabled children's views on school, and few 
disabled children prioritised friendships with children, with most disabled children 
prioritising formal curricula activities. In contrast to Rose Hill, disabled children in 
Church Street's experiences do not reflect previous studies, which have found that 
disabled children prioritise relationships with adults (Aitken and Wingate, 1993) and/or 
disabled children's lives are structured around adults (Watson et al., 1999). 
The majority of disabled children claimed to have friends in Church Street. In contrast 
to Rose Hill, when children talked about their friends, they almost always discussed 
children who they frequently played with, rather than an idealised view of who they 
liked best. 
In Church Street, disabled children were often friends with non-disabled children. 
However, many disabled children also had disabled best friends. In particular, Rosie 
and Joanna were best friends, and almost always played together, often also with the 
boys from the drop-in centre, and occasionally with non-disabled children. This reflects 
the organisation of their formal time-tabled periods (and children generally played with 
people in their classes or sets). However, many non-disabled children claimed that 
Rosie and Joanna were their friends, and this suggests that, although non-disabled 
children constructed these children as different to themselves, this difference was not 
always viewed negatively. Rosie was named by more non-disabled children as a friend 
than Joanna. This could be influenced by the longer amount of time that Rosie spent 
with her non-disabled peer group during formal lesson times. 
A few children, both disabled and non-disabled, said that they did not have any friends. 
However, there was not a distinct group of children who appeared to be 'othered' 
through peer cultures in Church Street, as in Rose Hill. This contrasts with findings in 
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some previous studies with disabled children in schools (Davis and Watson, 200 I), and 
this is discussed further in Chapter Seven. As in Rose Hill, some disabled children 
reported more problematic relationships than their non-disabled peers. For instance, 
some disabled children (Alfie and Nicole) only had one friend, which caused problems 
if this friendship was turbulent, as indeed, Nicole's was. Alfie's best and only friend 
was a girl, which suggests that he might be performing his gender identity differently to 
the other children, all of whose best friends were of the same sex. 
Furthermore, some of the children who were named by disabled children as friends or 
best friends did not reciprocate this in interview. This suggests that some disabled 
children may have had more problematic peer relationships than their non-disabled 
counterparts. However, as discussed below, this may be for reasons other than their 
'disabled' identity positioning. Both non-disabled and disabled children did not 
reciprocate friendships with disabled children who named them as friends. 
In Church Street, bullying was a pervasive problem for many children, whether disabled 
or non-disabled. Experiences of bullying included general name-calling, specific name-
calling related to a disability, other children taking things, and violence. Some children 
experienced more than one kind of bullying. More disabled than non-disabled children 
claimed to have been the victims of bullies, and some disabled children reported being 
bullied by groups of children. This parallels findings in Rose Hill. In contrast to Rose 
Hill, not all children with learning disabilities and EBD reported having been bullied. 
Perhaps the prevalence of children with learning disabilities in Church Street meant that 
these children did not seem as 'different' as children with learning disabilities in Rose 
Hill. There were no reported or observed incidents of children calling other children 
names such as 'stupid', as occurred in Rose Hill. However, children reported being 
called disability-specific names. For instance, Sharon (disabled girl, class 4.1) claimed: 
' ... people in Year Two, because they don't understand about my size ... They 
call me shrimp and that' (Sharon, disabled girl, 4.1). 
Sharon felt that these children did not understand about her size, and were not being 
malicious in their name-calling. She claimed that this did not upset her. Graham also 
claimed to be called a disability-specific name ('spazzy') by boys in Year Six. Graham 
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did not have cerebral palsy, although it is possible that this label was disability specific 
to Graham's learning disabilities. 
One boy with learning disabilities, Nathaniel (class 5.1), was systematically bullied by 
many of his peers. He mentioned this in interview, as did other children, all of whom 
claimed not to take part in this bullying. Although his SNA (Ms. Miller) and his class 
teacher (Ms. McClain) considered his experience of bullying to result from his learning 
disabilities, this was not perceived to be the case by the children. Children claimed that 
Nathaniel had 'Iurgies': 
'They call me names and that, and I just ignore them. They say I've got lurgies, 
when I han't' (Nathaniel, disabled boy, 5.1). 
'Well, I do [play with Nathaniel] sometimes, but - sometimes. It's only me 
who's his mate, and Loretta. No one else is his mate - because they just don't 
like him. They think he's got lurgies' (Julie, non-disabled girl,S.!). 
When asked to explain what 'Iurgies' were, children responded that they were 
connected to germs and dirt, as well as to a game, where it is possible to 'pass them on', 
freeing yourself of them. Nathaniel, however, had lurgies that were impossible for him 
to pass on: 
'It's germs it's like, that - and urn ifthey come from um - a dirty family and that 
lot, and they go 'you've got the lurgy and that lot' (Rosalind, non-disabled girl, 
5.2). 
Thus the bullying experienced by Nathaniel was not directly due to his disabled 
identity. This highlights the problematic and complex nature of identity and the 
impossibility ofreducing identities to simple dichotomies, such as 'disabled' and 'non-
disabled'. These issues are discussed further in Chapter Seven. 
This section has briefly examined children's cultures within Church Street; specifically 
children's peer group relationships. In considering the spaces of children's cultures, it 
is not suggested that children's cultures express a distinct spatiality from the formal 
functioning of the school. Despite this, children appear to have more scope for open 
expression within micro-spaces with more flexible expectations on behaviour, 
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particularly playgrounds. These micro-spaces are discussed in greater detail in the 
following chapter. 
5.3 Conclusion 
This chapter has examined the internal geographies of Rose Hill and Church Street, and 
explored how children are constructed as (dis)abled through the internal spatiality and 
everyday practices pervasive within the schools. It has been emphasised that the formal 
curricula times in both schools are organised around a 'normally' cognitively and 
behaviourally developing child. The notion of the normally developing child varied 
between the two school spaces, suggesting that the 'normally developing child' is a 
shifting socio-spatial construct. For instance, Rose Hill was a more 'effective' school, 
in meeting both its hidden and formal purposes, and children with learning difficulties 
and/or EBD were consistently (dis)abled in this context. On the other hand, children 
with physical disabilities, despite being labelled 'dependent', were provided with social 
and educational opportunities that enhanced their experience of school as social beings, 
and potentially their future adult lives. In Church Street, by contrast, some disabled 
children were predicted very different adult futures from their non-disabled counterparts 
(Shakespeare and Watson, 1998), and consequently segregated from their non-disabled 
peers for the most of the formal time-tabled day. This served both to deny these 
children educational and social opportunities and to define these children as 'Other'. 
The contrasting practices of physical segregation/inclusion within Rose Hill and Church 
Street is likely to be related to the different types of disabilities experienced by children 
within the two schools. Indeed physical disability is better represented in the disability 
movement, and national government legislation than are learning disabilities (Imrie, 
1996b), and most people with Down's syndrome will have some level of learning 
disability. Therefore, teachers' expectations of children with Down's syndrome's 
futures as 'different' may reflect the life-courses that these children are likely to follow. 
However, such a view also serves to conceal the heterogeneity of, for instance, level of 
learning disability between these children. 
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Adults generally control the fonnal internal geographies of schools, and, as Hill and 
Tidsall (1997) state, children are viewed as the 'objects' of education policy. However, 
children can transgress, reproduce, contest, resist or transfonn adult expectations and 
practices. Along with reacting to the fonnal curricula, children construct their own 
infonnal, child cultures, which are most influential in making schools generally an 
enabling/disabling place (Baker and Donelly, 2001). Although disabled and non-
disabled children had friends, disabled children often had more problematic peer 
relationships to non-disabled children (cf. Watson et al., 1999; Baker and Donelly, 
2001). Children were 'othered' on different grounds in Church Street and Rose Hill, 
and children with EBD were especially excluded from peer cultures in Rose Hill. 
Finally, this chapter has emphasised that both schools are specific moments in space 
and time (cf. Massey, 1993), which are shaped by social, cultural, political and 
economic processes at a variety of spatial scales. However as social actors, teachers and 
children differentially interpreted these assumptions within the school space. Thus 
children with similar mind-body differences were variously (dis )abled within the two 
schools. However, schools are not homogenous spaces, and the following chapter 
examines how dominant school nonns were variously interpreted within micro-spaces. 
This does not, however, assume a point of rupture between the whole-school space and 
micro-spaces which comprise the school, and which are consequently subject to 
dominant representations of suitable adult and child behaviour. 
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Enabling and disabling practices in school micro-spaces 
6.0 Introduction 
This chapter examines some divergent practices of enablementldisablement within the 
individual micro-spaces that comprise the whole school space of Rose Hill and Church 
Street. It is revealed that both schools are comprised of micro-spaces, which represent 
the sub-local expression of the education institution. These micro-spaces are connected 
to the wider education institution at the school level, and beyond. However, these 
within-school spaces are also the sites of creative social action, wherein adults and 
children can interpret whole-school policies in a variety of ways, which can variously 
(dis)able children with similar mind-body characteristics. 
Some enabling and disabling practices that occurred within specific micro-spaces of the 
two case study schools are reviewed. Key moments are drawn upon which demonstrate 
some of the diversity of (dis )abling practices that occurred within three types of micro-
spaces: classrooms, the playground and P .E. time. These micro-spaces have been 
selected as they typifY the divergent expectations placed on mind-body regulation and 
performance within the whole-school space. For instance, due to more flexible 
expectations on bodily comportment in the playground, children's cultures have more 
scope for open expression in this context. This makes the playground the most suitable 
setting for observing children's cultural worlds (e.g. Opie and Opie, 1969). However, 
this is not to suggest that what Valentine (2000: 258) describes as the 'two worlds' of 
the school have distinct spatialities. P .E. sessions are also investigated, as it was noted 
during ethnographic research that these time-spaces served to bring into sharp focus 
normative expectations of bodily performance. This chapter is sub-divided into two key 
subsections, discussing micro-space practices in Rose Hill (Section 6.1) and Church 
Street (Section 6.2), respectively. 
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6.1 Enabling and disabling practices in Rose Hill micro-spaces 
This section identifies various practices associated with particular micro-spaces in Rose 
Hill. Particular examples of practices that serve to illustrate some of the diversity of 
interpretation of the whole-school culture within particular micro-spaces are examined. 
The section is divided into three key subsections, focusing on particular micro-spaces; 
classrooms (Section 6.1.2), P .E. time (Section 6.1.2) and the playground (Section 6.1.3). 
6.1.1 Classroom micro-spaces 
Rose Hill had a cohesive dominant school ethos, with particular expectations placed on 
the behaviour of children and adults. However, empirical results suggested that 
everyday practices varied between classroom micro-spaces. Some contrasting practices 
are examined below. 
Contrasting spatialities offormallearning: mapping (dis)abled identities 
The internal arrangements of classroom micro-spaces were differentially enabling-
disabling to children. The layout of classrooms reflected teachers' pedagogic practices 
(Dixon, 1997; Fielding, 2000), which were also situated within constraints and 
opportunities outside of teachers' direct control, such as the size of classes, or the 
number of SNAs present. In many classrooms, the internal layout did not serve to 
signifY children's relative (dis)ability on learning grounds. Instead, children were often 
organised due to behavioural criteria, and in Year Five, this was frequently gender-
based. 
In some classes, children who had 'difficulties with their work', including those with 
SEN, were organised onto a 'special table'. An example of this practice is in class 4.1 
when children with SEN would sit on the same table, for more 'academic' subjects. 
This group of children's requirement for help was indicated by the presence of an SNA 
who openly gave these children different work. This practice is illustrated in the 
following extract from the research diary 
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Research diary 12.12.02 - 4.1 Science 
All the children with learning disabilities sit with Ms. Johnston, as usual. The 
children on the table with Ms. Johnston discuss their answers together, and copy 
the answers from the white-board which they have in front of their table onto 
their sheets. The rest of the children work individually, writing the answers on 
their worksheets. 
The cited motivation for this internal organisation of the classroom was to cope with 
mixed abilities within the classroom: 
'Although, work -wise, when it's writing, I put them all on there and Ms. 
Johnston will sit with them ... If I'm writing or we've got a worksheet, Ms. 
Johnston will just condense the notes or write the key word and then draw 
pictures on the white board there and they just copy that. ... Whereas the others 
get the extensions, they just get the basics' (Ms. Peters, class 4.1 teacher). 
The following quote from Billy, suggests that this organisation of space represented the 
children who sat on this table as 'needing most help', as different and perhaps 
'dependent': 'Me, Jacob, Ayisha, Leah and - Liarn ... need the most help. That's 
afternoon places' (Billy, disabled boy, 4.1). This finding is significant, as it suggests 
that one of the components of the individual tragedy model of disability, dependence, is 
being reproduced in this context (Oliver, 1993a, 1996; see Chapters Two and Five). 
Although this use of the SNA's time is an active decision on the part of the SNA and 
teacher, these decisions must be considered in relation to the wider pressures and 
constraints placed upon teachers within the classroom. 
Children did not claim to be stigmatised on account of their location within the 
classroom, although all the children with learning disabilities claimed to have been 
called names such as 'stupid' (see Chapter Five). Such a clear signifier of dependence 
and difference may have influenced this. 
Diverse practices of bodily control, surveillance and resistance 
It was contended in Chapter Five that one of the 'invisible' remits of school education is 
to 'teach' children to conform to societal expectations of appropriate behaviour. As in 
the whole school situation, children's bodies are controlled by adults through two basic 
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categories of practice, praise and punishment. Of central importance to the notion of 
controlling bodies through praise and punishment is the concept of surveillance (which 
can be direct, in the form of observation, or indirect, in terms of the marking of books, 
for instance). The aim of such surveillance and control is that children will ultimately 
become self-regulating (Foucault, 1979). In this sense, classrooms represent panoptic 
principles (see Chapter Seven). 
Although disabled and non-disabled children received praise from the teacher in many 
classes, school-wide symbols of reward and punishment were applied differently in 
various classroom micro-spaces. In particular, children with learning disabilities and 
EBD were subject to a contrasting level of praise and punishment between their set time 
and their form periods. In general, children with learning disabilities and EBD were 
found to experience a much greater level of praise, and a lower level of punishment 
within the lower set than their form periods (although practice also varied between form 
periods). The high level of praise is exemplified below: 
Research diary 7.12.00: bottom set 3-4 English 
At the end of the lesson, Ms. Westwood gave out merits, and all of the children 
got a merit. 
Research diary 12.2.01: bottom set 5-6 Literacy 
Then the children wrote down the new spellings for the next spelling test. After 
this, the children went on the 'hotspot' - they sat at the front of the class, and the 
other children asked them questions from the spelling lists they've had before. 
Justin went first, and then Ben. Justin got a merit, because he got all his 
questions right. Ben got his first question right, but the second one wrong. 
David was asking the question, and when Ben got his second answer wrong, he 
said 'not quite.' All the children tried to give him clues about how to spell the 
word that he had got wrong. He got the answer right in the end, with prompting 
from the other children, and the teacher gave him a merit. 
In general, children with learning disabilitieslEBD did not receive this level of praise 
within their form classes. In one extreme example, disabled children were excluded 
from praise and ownership of the work they had completed in pairs with non-disabled 
children: 
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Research diary: 13.11.00 - whole class time with class 4.2 
Mr. Taylor then asked the children to present their work. They had done their 
work in pairs, and he asked each pair to give one similarity and one difference. 
He asked each pair to present by both of their names, e.g. 'Emily and Katie, 
what have you got?' However, when he got to the pairs that include Mark and 
Nelson, he just asked the other boys, 'so Peter - What have you got?' 
The contrasting experiences of praise between some disabled children in particular 
micro-spaces, suggests that these spaces were heterogeneously disabling/enabling to 
children. The importance of praise to children is further exemplified as many children 
mentioned receiving praise as one of the things that makes them happy. For instance, 
Andrew states "[What makes me happy is) Um ... normally getting merits and 
laughing' (Andrew, non-disabled boy, 4.1). 
The level of praise that children receive IS particularly pertinent to children's 
'educational identities ... as [a) success or failure' (James et al., 1998: 42; see also 
Armstrong and Galloway, 1994; Merrett and Wheldall, 1999). Although the majority of 
disabled children emphasised their ability at creative subjects (see Chapter Five), some 
disabled children highlighted their success at Maths and English. This suggests that 
enabling set micro-space practices can serve to contest impulses originating at the 
national scale of the education institution, which intensifY 'normal development', with 
the result, Vlachou (1997) argues, of 'othering' those children who do not conform to 
these norms (see also Chapter Five). However, discourses of success in relation to 
academic subjects that were taught in form groups were almost entirely absent from 
disabled children's discussions, with the exception of Ben (see Chapter Five). 
Chapter Five discussed the punishment systems in place within Rose Hill, and 
emphasised that particular groups of disabled children experienced a greater level of 
censure than their non-disabled peers. However, practices of punishment, like those of 
praise varied between different micro-spaces, and served to differently construct 
children as 'disabled' in relation to the 'normally behaving' child. To provide an 
example of the various practices of praise and punishment, it is useful to examine the 
contrasting experiences of two disabled children, Karrie and Nelson, who were in the 
same class (4.2) and (lower) set. Karrie was subject to a greater level of punishment in 
Maths and English than in form group periods, although her behaviour did not 
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demonstrably change, and in both classes she was frequently observed engaging in 
subtle, transgressive behaviours, such as chatting to herself or reading books. Karrie 
had formed strategic alliances with four girls in her form. These girls were aware that 
Karrie struggled with her class-work, and that not completing her work, and engaging in 
transgressive behaviour, would lead to censure from the teacher. Thus, when Mr. 
Taylor's gaze was diverted, these girls would whisper 'hush' to and help Karrie with her 
work. This is exemplified in the following extract: 
Research diary, 11.12.00 - class 4.2 science 
Rowan helps Karrie with her work. She tells her what to do, and shows her ... 
Karrie is chatting away, but the other girls are trying to work. Rowan says, in a 
mild tone of voice 'shush!' 
In contrast, Nelson (disabled boy, 4.2) received a high level of verbal punishment in 
whole class time compared to his set time. Although Nelson did not mention this in his 
interview, his SNA discussed this issue: 
I sort of do feel that he's the one who ends up getting into trouble when 
he's not really the one who's instigated it, you know' (Ms. Baker, SNA). 
There is a suggestion here that although his teacher is not deliberately focusing 
negatively on Nelson's behaviour, his behaviour is more obvious than that of his peers, 
who often provoked Nelson to misbehave. Constraints associated with the wider 
education institution are of influence here, as there were more children in the form time 
than the lower set periods, and fewer adults. In this environment, it is likely that adults 
in the bottom set had more opportunity to observe both Karrie's more subtle behaviour 
(such as simply not working or chatting quietly) and other children provoking Nelson. 
Although particular groups of disabled children experienced a greater level of 
punishment than their peers, children frequently argued that punishment was justified 
(demonstrating that this serves the normalisation purpose for which it is intended). 
However, in particular micro-spaces, some children claimed that punishment was unfair 
and suggested that they have been labelled as 'naughty', and consequently subject to 
increased adult surveillance. Mark claims that he is labelled in this way in the particular 
micro-space of his English set: 
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'Yeah. She sees other people, but she says 'Oh, you were involved.' and she 
kind of predicts that I am involved, and so she says 'black blob" (Mark, 
disabled boy, 4.2). 
Mark was frequently observed talking to his friends, kicking other children under the 
table and engaging in other transgressive activities in many of his lessons. However, he 
was certainly not alone in behaving in this way. Mark and his friends were particularly 
active in transgressing teachers' expectations to create spaces for the display of 
children's cultures, when the teacher was not looking. This emphasises that, not only do 
children's and adult's cultures co-exist within micro-spaces (see also Dixon, 1997; 
Holloway et al., 2000b), but that children's cultures can influence adult cultures. 
However, when the teacher's gaze rested on this group of children and they were 
punished, Mark was most often the target of punishment. That Mark experienced such 
labelling was also suggested by an SNA (who worked with both Mark and Nelson), 
although she implicitly suggested that Mark's peers deliberately marked him out as a 
target for punishment; a tactic that a busy teacher was unable to observe: 
'He's very easily distracted, and I think that again can be a bit of a problem. If 
they know someone's going to be very easily distracted, they distract him, you 
know. I wonder whether a bit of that goes on and then he ends up getting into 
trouble sometimes' (Ms. Baker, SNA). 
The spaces that children carved out for the expression of child-cultures, facilitated 
enabling and disabling practices. The example above suggests this, as children 
deliberately teased Mark, resulting in him being punished. This is one example of 
children drawing upon spaces outside of the teacher's immediate gaze in order to subtly 
reinforce their own hierarchical relationships. This (re)production of child cultures was 
also achieved in more direct ways through bUllying. An example of this is given below: 
Research diary 24-11-02 - 4.2 class time 
(After Mr. Taylor discusses the 'buddy scheme' and most of the children 
volunteer) 
Then Nelson comes into the classroom. As he is trying to enter the classroom, 
Mark pushes the door so that he carmot get in. 
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Thus, children's cultures can serve to reinforce or contest adult cultures within the 
classroom. At the same time, either by reinforcing 'norms' of behaviour and learning 
expectations, or through the more direct 'othering' of peers, children can be active in 
constructing disabled identities. Such a finding supports those of Dixon (1997) in 
relation to sexed identities. 
Mapping the 'Same' and the 'Other', inclusion/exclusion 
The physical layout of classrooms also has an influence in how enabling or disabling 
classroom micro-spaces are for physically disabled children, especially wheelchair 
users. AIi and Lindsay had contrasting experiences within their' set' periods. Ali was 
helped by his SNA to sit on the carpet with the other children when it was carpet time, 
and sat on a padded chair amongst his peers when children were sitting at the tables. It 
was noted that Ali had as much communication (or more) with his peers than his non-
disabled counterparts. 
In contrast to Ali's experience, Lindsay was frequently isolated in her lessons. The 
extract from the research notes provides a representative example, and Figure 5.1 is a 
plan showing Lindsay sitting in her usual place in her form time: 
Research diary: 14.11.00 - middle set Maths 
Lindsay's SNA brings her in (after the other children) and helps her to get her 
things out. Lindsay sits in her wheelchair at the back of the class, away from 
the other children ... Lindsay does not interact with any other child, but there is 
some interaction between her and the SNA ... At the end of the lesson, Ms. 
Richards informs me that all of the other children seem to get on fine with 
Lindsay, but that sometimes they forget her when they hand out the folders. 
When the children worked in pairs, Lindsay sometimes worked with a classmate, 
although she often worked with her SNA during these periods. Lindsay also 
participated in question and answer sessions and answered at least as many questions as 
other children (and this highlights that Lindsay gained access to academic opportunities 
within the school: Chapter Five). However, the seating arrangements in these classes 
led to Lindsay being isolated from her classmates, which may have impacted on her 
more general social relations, particularly as children often played with peers from their 
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classes, rather than children that they did not communicate with during fonnal lesson 
time. 
Figure 6.1- Seating plan of top set Year Five English (Rose HilI). 
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Lindsay's isolation was evidently not a deliberate outcome on the part of her teachers. 
Instead, her teachers did not have the luxury of time to consider Lindsay's experiences 
as I did as a researcher. One of her teachers, Ms. Annstrong argued that she was 
constrained by lack of space, resulting in the back of the class being the only suitable 
location for her (although during observation, I could not see why this would be the 
case). 
In many ways, disabled and non-disabled children were treated as 'the same' in many 
micro-spaces. However, in one classroom micro-space, two disabled children were 
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labelled as 'other' (i.e. a negative representation of difference) through the practice of 
their teacher. This is recorded in the research notes below: 
Research diary: 13.11. 00 
Mr. Taylor talked to me about Mark and Nelson very openly in the class. He 
pointed them out (and didn't talk about Nelson in very complimentary terms). 
It seemed as if Nelson heard what Mr. Taylor was saying, because he looked 
very embarrassed. First he looked towards Mr. Taylor and myse1fwhen he was 
talking about him, then, he looked down and was blushing. He looked upset. 
Mr. Taylor talked about Nelson's disabilities. He told me that Nelson is 
dyspraxic, and so has problems with his fine and gross motor-co-ordination. He 
said 'he has very bad communication difficulties', and said 'I have only just 
started to be able to understand him now.' He talked about how he can be very 
silly, and some of the other children get fed-up with him, because he is so silly 
sometimes. He went on to say that he sits Nelson with another boy (who he was 
sitting next to) because the other boy is very sensible, and will put up with him. 
[all of this was said within hearing of Nelson!]. He then went on to talk about 
Mark (without pointing at him, but possibly within hearing-range of some of the 
children at least). He said that Mark has mild dyspraxia, and it effects his gross 
and fine motor-co-ordination, but not to the same extent as Nelson. 
The above extract demonstrates that in some micro-spaces disabled children would be 
talked about in an objectifYing way that made their mind-bodies of 'public' interest 
(Morris, 1991), and also that would identifY them as different from the other children. It 
also demonstrates how teachers' actions could place me in positions that I found 
uncomfortable or disagreeable, and that I was in a position of relative powerlessness 
within the school (see also Chapter Three). Mr. Taylor also identifies the problematic 
relationships between Nelson and his peers as emanating from Nelson's disabilities, 
locating the responsibility with this individual disabled child rather than the relations 
between children. This siting disability and any problematic social relations within the 
disabled child is a central component of individual tragedy models of disability (Oliver, 
1993a, 1996), which dominated staff discourses (see Chapter Four). On another 
occasion, Mr. Taylor talked about the social problems between Nelson and his peers 
with the rest ofthe class, locating the responsibility firmly with Nelson: 
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Research diary 24.11.00 - class 4.2 
As 1 walked up the corridor, 1 saw Nelson outside with Ms. Baker. 1 heard her 
ask Nelson who he thinks might want to play with him at playtime. (What did 
he say, no-one?) She said 'I would want to play with you.' 
Nelson looked really upset. 
1 entered the classroom. Mr. Taylor was talking to the other children, about a 
'buddy scheme' for children to play with Nelson. 
He said things like: 
'I am not asking you to only play with Nelson, just to try to include him in 
whatever you are doing.' 
'Because he feels left out, and then he tries to join in your games, and 1 know 
that is a pain for you.' 
'I know Nelson can be a pain sometimes, so in that case, you can tell the 
teacher. If he was being really silly, which I know he can be,just find a teacher 
or a dinner lady, and tell them that you are supposed to be Nelson's buddy for 
this lunchtime, but that he is being silly. You don't have to play with him ifhe 
is going to ruin things for you. I don't want to ruin your lunch times.' 
Clearly, Mr. Taylor was trying to help Nelson, by encouraging the other children to play 
with him at lunch times, as Nelson frequently played alone, and seemed to be unhappy 
about this. However, Mr. Taylor clearly expects Nelson's classmates to view this 
negatively, and casts him as a problem. He will be a 'bit of a pain', he can be 'silly' and 
he might 'ruin things' for the children. 
In addition to the practices explored above, which served to label children as 'different' 
and 'other', children were excluded from some classroom micro-spaces for short periods 
of time, as mentioned in Chapter Five. However, some disabled children were removed 
from particular classrooms for extended periods of time. For instance, AIi was 
frequently removed from the classroom to sit on the corridor when his SNA felt that he 
could not 'cope with' the work the rest of the class was undertaking. This practice 
directly conflicted with the whole-school ethos of full inclusion (see Chapter Four). On 
occasions, Ali spent entire lessons working alone on the corridor (although his SNA 
would go out periodically to monitor his progress). During these lessons, he had no 
interaction with his teacher or his peers. One such occasion is highlighted below: 
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Research diary: 13.12.00-Science lesson, class 4.1 
Ms. Johnston (SNA) says to Ms. Peters (loud enough for all the children to 
hear)- 'Ali will have to do something different, because he can't...' Ms. Peters 
said, 'fine.' Ms. Johnston removed Ali from the lesson to go and sit on the 
corridor. He did some completely different work, which Ms. Johnston had set. 
Ms. Johnston worked with the children on the table where all the children with 
SEN sit, helping them with their sheets, and popped out every now and again to 
check on Ali who was sitting on the corridor on his own. Ali stayed outside for 
the entire lesson doing completely different work. MsJohnston regularly went 
out to check on him, but Ms. Peters didn't go out and see him at all. 
In this example, although Ali is 'included' into the mainstream school, he faces 
exclusion and segregation within the school. These interesting findings suggest that 
some disabled children's experiences are typified by transient and dynamic geographies 
of exclusion and segregation within the school. This reflects experiences highlighted by 
Watson et al. (1999), along with representing a similar geographical experience to those 
of people with mental illness when placed into a 'community', which continues to be 
disableist (see Gleeson, 1997). 
This discussion has sought to demonstrate some of the diversity of practices of 
(dis)ability occurring within the classrooms in the school. This has highlighted that 
classroom micro-spaces are dynamic and contested spaces, and the concrete expression 
of the education institution at a sub-local level. In this sense, classrooms are the sites of 
power contestation and negotiation. These power negotiations operate between children 
and their peers, and teachers, and the controls exerted from higher scales of the 
education institution (particularly the school and national level). Dixon (1997: 94) 
claims that: 
'the mediation of a curriculum and pedagogic approach by an individual teacher 
creates new possibilities for the expression of 'student' culture in a lesson'. 
In this sense, despite increasing regulation and control of classroom micro-spaces from 
national and local scales of the education institution, teachers have the ability to resist 
and contest this regulation, and simultaneously, children can resist the control of 
teachers. This resistance and contestation can take open or more subversive forms. 
Thus, schools must not be viewed as a homogenous space. Rather, Rose Hill is 
evidently comprised of micro-spaces within which diverse practices occur (albeit with 
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some shared facets). In addition, these micro-spaces are themselves the sites of power 
contestation, and this must not be viewed as containing uniform cultures, but need to be 
viewed as heterogeneous and 'multi-layered' (see Holloway et al., 2000b), imbued with 
various meanings by the different groups that use these micro-spaces (cf. Massey, 1993). 
6.1.2 P.E. Sessions 
In Rose Hill, P .E. was often identified as an enabling lesson for children with learning 
disabilities, with many disabled children stating P.E. as their favourite subject. Lyla 
argues 'I don't like anything really, r just like games, um - P.E. and stuff like that' 
(Lyla, disabled girl, 5.2). In addition, Ali and Ben, who had physical impairments and 
learning disabilities claimed to enjoy P.E .. 
Although most children claimed to like P .E., some children were excluded from this 
activity. In particular physically disabled children frequently attended physiotherapy 
during P .E. sessions. This is partly a function of the perceived hierarchy of importance 
of subjects (e.g. it was considered more important for children to attend Literacy and 
Numeracy than P .E.). These exclusions also illustrate that P .E. is designed around 
normative expectations of increasing bodily competencies with age. As Ms. Westwood 
(lower set 3-4 teacher and P.E. co-ordinator) discusses: 
'P.E. national curriculum, it says, to achieve national curriculum, by the end of 
key stage two, all children have to swim 25 meters. A child who can't walk, 
can you expect them to swim 25mT 
Despite adults' emphasis on inclusion into all activities and places, in practice, 
physically disabled children were frequently excluded from P .E.. Indeed, although Ali 
went swimming with his peers, he was never present during the P .E. sessions observed, 
and Lindsay was only present for five minutes of one P.E. lesson. In interview, Ali 
highlighted this issue: 
'P.E.? Urn - that's a bit my best thing, but I don't usually do it, because I do 
physio .. .1 like P.E. instead ofphysio.' (AIi, disabled boy, 4.1) 
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The exclusion of physically disabled children from P.E. within mainstream schools 
has been highlighted elsewhere (Sport England, 2001). It is, however, particularly 
interesting that this is the case in Rose Hill; given the 'inclusion' of physically 
disabled children is such a central component of the school's ethos (Chapter Four). 
Indeed, the positive feelings that many children reported having towards P.E. 
suggests that disabled children were being excluded from what was widely 
perceived to be an enabling curricula activity. 
6.1.3 The playground 
It has been convincingly argued that children's and adult's cultures (which are 
themselves heterogeneous) coincide (and compete) within classroom micro-spaces 
(Dixon, 1997; Holloway et al., 2000a), an argument supported by findings from this 
current study. However, the playground is a space in which expectations of bodily 
conformity are more relaxed (Shilling, 1991), although activity within this space is 
governed by adult imposed rules and regulations (particularly in Rose Hill). Therefore, 
playgrounds are often associated with unfettered children's cultures ('the tribal child'; 
James et al., 1998), and explorations of children's social cultural worlds in schools are 
usually undertaken within playgrounds, rather than classrooms (see for instance, Opie 
and Opie, 1969). 
The majority of children enjoyed playtime, and had friends to play with, although some 
disabled children had problematic peer relationships, as discussed in Chapter Five. The 
problematic relationships experienced by many children with learning disabilities and 
EBD emphasises that, although children may transform adult representations, these 
transformations can serve to reproduce (dis)ability. This supports Dixon's (1997) 
arguments in relation to sexed identities. 
In addition to the reproduction of disabled identities within the playground, some 
disabled children were excluded from this micro-space, and the opportunities for open 
demonstrations of child cultures. Although the playground was accessible for physically 
disabled children, these children were sometimes not allowed to go outside into the 
playground due to health considerations. Lindsay (disabled girl, 5.1) had suffered from 
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pneumonia, and so was kept in on cold days. AIi (disabled boy, 4.1) and Ben (disabled 
boy, 5.2) also sometimes spent playtimes inside to avoid catching a cold, or because 
they had a cold. During the research period, no non-disabled children were excluded 
from the playground for health reasons. This suggests that disability could be being 
represented as 'illness' (Morris, 1991; Oliver, 1996; Shakespeare, 1994). The practices 
of excluding disabled children from playground spaces and inscribing disabled children 
through a medical gaze support previous studies (see Davis and Watson, 2001). 
Ali claimed that he did not like staying inside, because he liked going out to play with 
all his friends. However, Lindsay claimed that she liked to stay inside, because she is 
not 'an outside kind of person.' Lindsay spent almost all winter playtimes inside. 
Although another child frequently stayed inside with her, Lindsay felt very unhappy and 
isolated at school. Lindsay did not make an explicit connection to either her isolation 
from other children in class time or playtime. However, she did claim that she had no 
friends, and then with prompting, one friend (see Chapter Five), and considered this to 
be due to the fact that she did not like to go and play outside: 
'I haven't got any, I haven't got any friends in the school .. .I play with Lucy, 
she's my friend, but she's my only friend ... Um, I don't pay much attention to 
people who don't want to play with me .. .l don't know. Maybe I just don't fit 
in. Lucy likes to stay in, the other kids like to go and play out' (Lindsay, 
disabled girl, 5.1). 
Although Lindsay and Lucy spent the majority of playtimes together, their 'friendship' 
was certainly not unproblematic. For instance, Lucy attempted to develop unequal 
relationships between herself and Lindsay, emphasising Lindsay's physical dependence, 
as highlighted in Chapter Five. Lindsay responded to Lucy's patronising tone of voice 
by emphasising Lucy's relative position in relation to the 'normally learning developing 
child', by criticising her jokes, for instance (Lucy was on level two of the school's 
internal register of SEN, for 'learning difficulties'). In this situation, it is not, perhaps, 
surprising that Lindsay hesitated before mentioning Lucy as her friend. Indeed, this 
further emphasises the potentially disabling effects ofLindsay's isolated position. 
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In summary, the playground is a space where children have more freedom to openly 
express their cultures, which can be variously enabling and disabling. However, for 
some children, playtimes were a period, in which their peers represented them as 
'disabled', particularly some children with learning disabilities and EBD. Some 
children with physical disabilities were completely excluded from the playground, 
limiting the time that they had to actively construct child cultures. 
6.1.4 Summary 
This discussion has emphasised the diversity of practices occurring in similar micro-
spaces within Rose Hill. The focus has been on classroom, P .E. and playground micro-
spaces. It is evident that these various spaces comprise differing 'zones' (Shilling, 
1991), within which different expectations are placed on bodily comportment. It has 
been demonstrated that within all of these sites, children's identities were constructed as 
(dis)abled. Interestingly, however, children were differentially dis-abled within different 
micro-spaces, including micro-spaces that serve a similar purpose. This emphasises the 
conflictual and unstable nature of schools. 
6.2 Enabling and disabling practices in Church Street micro-spaces 
This section examines enabling and disabling practices in Church Street. Here, selective 
examples are used to demonstrate the diversity of practices within different micro-
spaces. However, some of the examples serve to reinforce that these micro-spaces are 
not completely disconnected from each other, from the school, or from wider 
institutional or societal norms, expectations, discourses and practices. This section is 
further divided into three key subsections; focusing upon classroom micro-spaces 
(Section 6.2.1), P.E. time (Section 6.2.2) and the playground (Section 6.2.3). 
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6.2.1 Classroom micro-spaces 
This section examines the time-space of classrooms during formal timetabled learning 
periods. As with Rose Hill, examples have been strategically selected to demonstrate 
the diversity of practices of (dis )ability within classroom micro-spaces. 
Formal spaces of learning: mapping ability 
In contrast to Rose Hill, the intemallayout of most 'sets' within Church Street were 
designed according to children's perceived place on the hierarchy of measurable ability 
at that particular subject. Although children were arranged into ability groups to give 
children appropriately targeted work (see Biamiers, 1999), this starkly highlighted 
whether children were considered 'academic successes or failures' (James et al., 1998) 
at English and Maths. During children's interviews, their relative positioning within the 
set space featured more strongly in defining their perception of their own ability in a 
particular subject than the set they were in. The following quote exemplifies this: 
'The top is red group, the second is green, the lowest is blue - blue, yeIJow, 
orange, green and red. Then in Maths, it goes, urn - blue, orange, red, green 
and yeIJow. In Maths - [I'm in] blue. That's the last. I'm not very good at 
Maths ... ' (Dylan, disabled boy, 4.2). 
Evidently, such an organisation of children relies on the perception of hierarchical, 
measurable intelligence, which is underpinned by the notion of the level of competence 
that children should have at any particular age. In practice, these decisions, in line with 
the way that sets were organised, were based upon a combination of teachers' 
perceptions of children's ability and children's attainment. The problematic nature of 
categorising children into 'ability' groups is highlighted by Ms. French's discussion of 
her difficulties in finding the 'right group' for the pupils in her class: 
'The previous teacher put one or two people in the top ground which I violently 
disagreed with, and there's one or two children in my English group who have 
moved three times because I couldn't get it right with their ability, but I've got 
it right now' (Ms. French, top set Maths and middle set English teacher). 
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In addition to the practice of organising all children according to 'ability', in many form 
groups all the disabled children sat together on one table, frequently with an SNA (see 
Figure 6.2). 
Figure 6.2 Seating plan of lower set Year Five English (Church Street) 
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The practice of seating all the children with learning disabilities together clearly 
identified these children as being 'other' and needing a lot of help. In children's 
interviews, those pupils who sat next to an SNA were consistently identified as 
requiring the most help: 
'Oh yeah, there's Carole and Rory .. , Yeah, Miss Kitchin - [helps them]. Oh 
and Libby, Libby, she gets help from the other one - Miss Nolan!' (Nicole, 
disabled girl, 4.1). 
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This constructed these disabled children as 'dependent'. However, it is important to 
note that requiring help was not always perceived negatively by the interview 
.respondents, reflecting critical understandings of dependence (French, 1993; see also 
Chapter Five). 
Although it was highlighted in Chapter Five that SNAs in Church Street generally 
worked with a greater number of children than those in Rose Hill, practice varied 
between micro-spaces. In addition to SNAs working with groups of children, some 
. disabled children worked exclusively with a SNA, sitting alone at a table with that SNA. 
This was particularly the case for Rosie (disabled girl, 5.2) and Alfie (disabled boy, 4.2). 
It is important to emphasise that this practice was not uniformly disabling to these 
children. This practice highlighted Rosie and Alfie's 'difference' to the other children, 
and many child interviewees discussed this 'difference'. For instance, 
'Rosie. Like, sometimes she can't do her work and - like, when Mr. Keegan 
writes on the board, she can't see the writing, so Ms. Bingham writes it down.' 
(Maria, non-disabled girl, 5.2) 
However, it was also claimed that these children had many friends and were popular 
amongst their classmates, suggesting that difference is not always interpreted negatively 
(see also Imrie, 1996b; Morris, 1991). Furthermore, on one occasion, Alfie was given 
the opportunity to join a group of children when working in his middle set English. 
However, he insisted on working with his SNA. This suggests that Alfie enjoys 
working with his SNA: 
Research diary: 4.06.01 - middle set 3-4 English. 
Ms. French asked Ms. Oakley if Alfie will sit with a group of children. Ms. 
Oakley said 'I should think so', but then she asked Alfie where he would like to 
sit, and Alfie said he would rather sit with her. Ms.Oakley replied 'why don't 
you work with some other children?' but Alfie said loudly, '1 want to work with 
you.' 
There are interesting power relations occurring in this interchange, with the SNA acting 
as a mediator between the teacher and the child, and the relatively equal child-SNA 
relations. This further highlights that an SNA's presence is not unifonnly disabling. 
Equally, it is important to note that there may have been resource constrains on teachers; 
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which encouraged locating all the 'disabled' children on a table together with a SNA. In 
Church Street, in the 'bottom' sets, where many children required a great deal of 
assistance, there were between twenty and thirty children. This contrasts with class 
sizes of approximately ten children for the lower sets in Rose Hill. This raises the issue 
of resources, especially the disparity of resources between the two schools (see Chapters 
Three and Seven). 
Bodily control, surveillance and resistance 
Church Street is an institutional space that served to control and to educate children in 
order that they might become useful, docile bodies. As in Rose Hill, despite a school-
wide strategy for the control and regulation of children's bodies, a variety of practices 
were observed within classroom micro-spaces. For instance, praise was used more in 
some classes than in other classes. In particular, praise was used pervasively in classes 
4.1 and 4.2 and in the bottom Year Three - Four Maths and English set: 
Research diary 15-05-01- Lower Set English 
... all the children are given a lot of praise when they get the questions right, 
with verbal praise, such as 'good girl/boy' . 
Here, the teacher is creating an enabling working environment for the children, resisting 
pressures from the wider education institution (the children were undertaking SATs). In 
contrast, very little praise was observed in any of the Year Five classes that were 
observed. 
Child interviewees argued that in particular contexts (especially class 4.1) some children 
received a greater level of praise than their peers; as Sharon (a disabled girl in class 4.1) 
argues: "Abigail [gets more stamps than anyone else]. Because she's always good -
she's teacher's pet'. Other children felt that particular children received less praise in 
specific micro-space contexts. Despite the whole-school ethos of 'accepting' children 
with learning disabilities and/or EBD, many of the children who were mentioned as not 
receiving many rewards were diagnosed with these 'difficulties'. 
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It is interesting to note that, in general, interviewees attributed an absence of praise to 
children's behaviour. The following quotes illuminate this: 'Ewan and Noah [don't get 
many cubes] - they are bad behaved' (Wesley, non-disabled boy, 4.1). 'Libby doesn't 
get many stamps ... because she's often naughty' (Sharon, disabled girl, 4.1). This 
demonstrates that these children have internalised the expectations of bodily control 
within the school. However, it also reveals how those children who cannot abide by 
these norms can receive less praise or fewer rewards than their peers in specific 
contexts. 
In common with the variations in practices of praise, punishment, another disciplining 
technique, was applied heterogeneously in different micro-spaces. In the majority of 
micro-spaces, expectations of bodily control were relatively relaxed, in line with the 
dominant school ethos (see Chapter Five). However, in some micro-spaces, especially 
lessons taught by a particular teacher, children and an SNA contended that individual 
children, who had learning disabilities, andlor EBD, were punished excessively. This 
coincided with observations made within the class. Ms. Miller stated: 
' ... she singles [Norman] out quite a lot. He's forever being sent next door to 
Mr. Keegan to do his work. But nobody else seems to have problems with him. 
I mean to me, it's the teacher that's bullying! It is! I mean that's what it boils 
down to' (Ms. Miller, SNA) 
Julie also argued that Norman was singled out and stigmatised by the same teacher: 
'Because, Ms. McClain always tells us to be quiet so that we can hear him 
shout, and - and it's not fair on Norman because, because people always laugh. 
When he goes out of the room, Ms. McClain laughs at him, and everybody 
laughs. But I don't because I don't think it's fair when people laugh at him' 
(Julie, non-disabled girl, 5.1). 
Here, Julie is clearly a competent social actor, capable of critically reflecting upon, and 
refusing to reproduce, (dis )abling adult practices. In addition, some children reported 
incidents when they had been punished, which they considered 'unfair', and all of these 
occurred in the particular micro-spaces of, bottom Maths and class 5.1. Two of these 
incidents involved disabled children: 
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Well, she sends him [Nonnan] outside the classroom. She 
sends him next door to Mr. Keegan. 
Have you ever been sent out of the classroom? 
(Nods) ... Once. 
And how did it make you feel? 
I felt happy. Because she sent me out, I weren't talking, it 
was Timothy, so she sent me out' (NathanieJ, disabled boy, 
5.1). 
Ms. McClain's negative use of disability labels, general language, and her conflicting 
views on inclusion to the other adult members of the school, meant that the everyday 
practices within her classroom were in conflict with the whole-school ethos. Ms. 
McClain's temporary contract was not to be renewed for the following academic year, 
demonstrating that teacher's actions within school micro-spaces are constrained by 
school nonns and values. This decision was taken in light of the SNA's reports of her 
practices. It is interesting to speculate on the potential results had an SNA not been 
present in these micro-spaces, as children are generally treated as the 'objects' of 
education policy (Hill and Tidsall, 1997), with their experienced seldom taken into 
account. 
The practice of keeping individual children inside during playtime was a fonn of 
punishment. The classroom micro-space is imbued with negative meanings during 
playtime (particularly as this prevents children from participating in the playground, 
which is often viewed as a positive space). The observation of the changing meanings 
that were attached to micro-spaces on the time-scale of an individual day reinforces 
findings in previous studies (Holloway et al., 2000a), suggesting that the individual 
'zones' that comprise the school represent different expectations placed on practice 
through time (see also Shilling, 1991). As mentioned in Chapter Five, punishment 
tended to be based upon behavioural transgressions, rather than learning criteria. 
Keeping a child in the classroom during playtime was one spatial fonn of disciplining 
children. In a departure from dominant practice, children in one micro-space, the lower 
Year Five English set, were sometimes kept in the classroom space in order to complete 
work. The following quote and extract from the research diary exemplify this: 
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Research diary: 22.05.02-lower set English, with Mr. Keegan- at the end a/the 
lesson 
Mr. Keegan told the children that if they haven't finished, they'll have to finish 
it at lunchtime. 
'They go into English, and it's 'right, we're doing this.' And some children, 
Nathaniel, for example is really slow at writing, desperate slow at writing, so he 
could do with it written out in paragraphs and just putting odd words in, or 
phrases, or something, but no, he has to write it out, and he don't get the work 
completed, so that it comes to the end of the lesson, and he stays in at dinner-
time to complete the work' (Ms. Miller, SNA, Church Street). 
The extract above served to demonstrate children with learning disabilities 'othemess', 
emphasising their inability to complete their work and excluding them from the child-
space of the playground. 
Treating disabled children as 'Same' or 'Other 
In most micro-spaces, disabled and non-disabled children were treated as 'the same' on 
most occasions. For instance, all children were subject to the same rules and adults 
rarely emphasised the differences between children negatively. However, there were 
exceptions to this general norm. For instance, the lower set Year Five English teacher 
(Mr. Keegan) openly used negative disability labels to describe the children in his group. 
For instance, Loretta contends: 'He says 'we're the poor thick English group' but he 
don't mean 'owt by it' (Loretta, disabled girl, 5.1). This quote suggests that Mr. Keegan 
uses negative labels, such as 'thick' to the children, a finding further supported by 
observation. However, Loretta hints that Mr. Keegan could be transforming the 
meaning of 'thick'. Indeed, Mr. Keegan was extremely popular with children, and the 
child interviewees often described him as 'funny'. Children's thoughts on teachers were 
not directly approached during interviews. Thus if children talked about teachers, it was 
without prompting, suggesting that children may have had very strong feelings regarding 
this teacher. 
In another micro-space, a particular child was disabled and excluded. Dylan (disabled 
boy, class 4.2) who had a hearing impairment felt that school was a waste of time (see 
Chapter Five). However, the quote below suggests that Dylan had a specific reason for 
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these feelings, and in the particular micro-space of his middle English set, he felt that he 
was not learning: 
'Because, when we're doing our literacy, normally, I can't hear anything, and I'm 
just wasting my time. Sometimes I can hear something, but normally I can just 
see, but I can't hear, so I don't learn anything. When you go to school, and 
you're not learning anything, it's just a waste of time - and I'm just wasting my 
time. My table's right at the back, and my teacher ... Ms. French ... she talks 
quietly, and I can't hear her in English ... My mum told her ... and she tried to 
talk louder' (Dylan, disabled boy, 4.2). 
It is evident that Dylan's exclusion within English is the result of thoughtlessness, rather 
than a deliberate attempt to disable him, on the part of the teacher. This also emphasises 
that the teacher had not considered ways to ensure that Dylan could hear her lessons, 
and prioritised her rigorously hierarchical seating arrangements (see above). This may 
suggest the need for teachers to have disability awareness training, a contention made by 
Kitchin and Mulcahy (1999). Although Oliver (1996) claims that teachers should be the 
educators of all children, teachers are members of wider society, and therefore are likely 
to hold many ofthe (negative) dominant representations of disability current within that 
society. 
Some children were disabled, and made 'Other' through the use of excessive praise. 
This occurred within the particular time-space of P .E., and is discussed in the following 
section. 
6.2.2 P.E. sessions 
Although P.E. was generally a popular subject with child interviewees, competitive 
sports were played within some micro-spaces, serving to bring into sharp focus 
children's physical, bodily competencies (see also Fielding, 2000). This served to 
clearly represent children with physical disabilities (and in some cases those with 
learning disabilities) as disabled, in comparison to the level of bodily performance that 
was expected. This is illustrated in the following extract from the research diary 
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Research diary 11.05.01- P.E. outside with class 4.1 
First of all the children were jumping as high, then as far, as they could. Carole 
(disabled girl) and Sharon (disabled girl) couldn't jump as high as the others. 
Then the girls ran to see who was fastest, and then the boys. Carole was last 
amongst the girls, and Sharon was second to last, but neither received negative 
comments as a result of this. After this, Ms. Mason organised the children into 
teams and they ran relays .... Sharon ran much more slowly than most of the 
others. Her team were not negative towards her at all. Then the children were 
meant to jump to the line, and then run back. Carole jumped both ways. She 
did this once and the children were getting frustrated, shouting at her to run. 
Then, when she ran again, she did the same, and looked very confused when the 
children were shouting at her. 
Playing competitive sports, in this example, sharply highlighted Carole's leaming 
disability and her inability to perform with her body as well as all of the other children. 
It also produced a situation where the children became frustrated with Carole, making 
negative relationships more likely. The example of this lesson serves to highlight that 
children can also be represented as 'other' through the excessive use of praise. This 
occurred in a variety of micro-spaces, but was particularly prevalent in class 4.1, where 
the teacher was intending to be kind to the disabled children. This is demonstrated in 
the following extract: 
Research diary: 11.5.01 - P.E., with class 4.1, outside. 
During this lesson, Ms. Mason praised Sharon and Carole a lot. Everything 
they did received praise, and noticeably more than their classmates, although 
they were always a lot slower than the other children. 
Ms. Mason was almost certainly trying to encourage these two pupils (although it is 
possible that my presence may have influenced this). However, it is clear that this level 
of praise could cause resentment with Sharon and Carole's peers who were not receiving 
the same level of praise. This finding represents those ofWatson et al. (1999), whose 
disabled participants reported feeling uncomfortable due to being treated differently than 
their peers by teachers. 
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6.1.3 The playground 
As discussed in section 6.1.3, the time-space of the playground during break time 
facilitates open expressions of children's cultures; with looser expectations placed on 
behaviour than during formal lesson time (see also Shilling, 1991). Playtime was 
generally an enabling time for children in Church Street. Maria states: '[I like] Playing 
out, because I can get with all my friends and play' (Maria, non-disabled girl, 5.2). 
However, it was emphasised in Chapter Five, that children's cultures are also 
hierarchical, and children exclude and include each other within their friendship groups 
(James, 1993). In the playground, children can more openly express these exclusions, 
inclusions and the 'othering' of their peers, with limited fear of censure from adults, due 
to a lower level of adult surveillance. It was emphasised in Chapter Five that some 
disabled children were harassed and bullied, and these incidents most often occurred in 
the playground. The following extract illustrates Nathaniel's (disabled boy, class 5.1) 
experiences within the playground; a child who was consistently bullied by groups of 
children: 
Research diary - 5.7.01- playtime 
... Joanna (disabled girl) and Rosie (disabled girl) started playing catch with 
Joanna's ball, and all of the other kids were watching. Then Nathaniel (disabled 
boy) who had been playing alone, asked Rosie ifhe could play. Joanna got 
really angry and said 'No! It's my ball!' very negatively, and Nathaniellooked 
really sad and sloped off. 
This is interesting as it demonstrates again that the hierarchies by which children 
organised their social worlds were applied by disabled children towards each other, and 
exclusions were not simply based around non-disabled children excluding disabled 
children. These processes of othering are thought to be central to the construction of 
identities, and it has been observed elsewhere that the performance of 'masculine' 
identities can depend on low-level sexual harassment towards girls (Dixon, 1997). This 
extract suggests that the production of more or less 'acceptable' disabled identities relies 
on some disabled children 'othering' their disabled peers. Such practices between 
disabled children add weight to Alderson and Goodey's (1998) claim that disabled 
children should not be segregated into 'special' segregated schools in order to 'protect' 
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them from 'bullying'. This finding also supports those of Torrence (2000), who 
observed children's cultures of exclusion within special schools. 
In addition to overt bullying/incidents of exclusion, many children in Church Street had 
unstable and problematic peer group relationships, and some children found themselves 
alone for periods of time in the playground. The majority of children who were 
observed playing alone in the playground were disabled. For instance Alfie (disabled 
boy, class 4.2), claimed that he did not enjoy playtime and was frequently alone during 
playtimes, as emphasised in the following extract from the research diary: 
Research diary -15.05.01- going out to play from class 4.2, and then in the 
playground 
While the children are putting their coats on to go out to play, Alfie is 
wondering around the classroom. He comes up to me again, and says: 'I don't 
like going out to play.' I tried to ask him why, but he just said 'I know your 
name!' and left ... [in the playground] ... I saw AIfie, and for the whole of 
playtime he was standing on his own. He had no communication with anyone. 
He was standing near a girl, but they didn't have any communication. 
6.2.4 Summary 
This section has considered some of the diverse practices of (dis)ability within various 
micro-spaces in Church Street. As in Rose Hill, this has illustrated that schools do not 
comprise a homogenous culture, but consist of various micro-spaces, that are the sites of 
creative social action and cultural conflict, connected to the wider education institution. 
Some of the examples drawn upon in this section have served to highlight the limits to 
social agency within the micro-spaces of the school, particularly as individuals who 
transgress whole-school policy can be subject to censure; and potentially exclusion from 
the school space. 
6.3 Conclusion 
This chapter has examined how children can be variously (dis )abled in different school 
micro-spaces. It has been emphasised that despite norms and expectations pervading the 
whole-school space, micro-spaces are the sites of creative social agency, wherein adults 
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and children who may be relatively powerless within the whole school space have more 
scope to represent their cultural worlds. Micro-spaces are sites of cultural conflict and 
competition (see also Dixon, 1997). Classrooms provide a clear example of panoptic 
principles, as teachers seek to regulate and control children. However, children can 
transgress, resist and/or contest the teacher's authority. Thus, children's cultures exist 
alongside adult's cultures; hence classrooms can be observed to express 'multi-layered' 
(Holloway et al., 2000b: 617) or multifaceted cultures. Micro-spaces are unique 
moments within space and time (c.f. Massey, 1993, 1994; Shilling, 1991), connected to 
the education institution at a variety of scales, including that of the whole school. 
Competing impulses from the wider education system, along with the power 
contestations between children and adults, reveal that micro-spaces within the school are 
unstable, 'geographical accomplishments' (Philo and Parr, 2000: 517). 
The time-space of the playground during playtime facilitates the open expression of 
children's cultures, which are variously inclusive and exclusionary. It was found that 
playgrounds can be both sites of belonging and of exclusion, loneliness and fear for 
children, and that experiences of isolation and stigmatisation were more prevalent 
among disabled than non-disabled children (see also Davis and Watson, 2001, for 
disabled children's experiences). However, disabled children also demonstrated 
hierarchical relationships towards each other, suggesting that the negative peer 
relationships experienced by some disabled children would not be alleviated by 
segregating children by (dis)ability (see also Torrence, 2000). 
The heterogeneous practices of (dis )ability within micro-spaces of the schools highlights 
the how children are variously (dis )abled in different spatial contexts, demonstrating 
that (disa)bled identities are fluid, dynamic and context specific, opening up spaces of 
contestation and transformation. 
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Chapter Seven 
Discussion: (dis)abling children in schools 
7.0 Introduction 
This chapter illuminates the key conceptual contributions of this thesis. Drawing upon 
the empirical evidence presented in previous chapters (Four, Five and Six), this chapter 
outlines how the thesis has addressed the research questions, and considers the findings 
in relation to the wider literature. The first section reviews interpretations of 'inclusive' 
educational policy within the schools. This suggests that schools are sites of social 
agency, and specific local expressions of the education institution, which operates at a 
variety of spatial scales. It becomes clear that schools and the wider education 
institution(s) are 'precarious accomplishments' in relation to the competing and 
conflicting interpretations of 'inclusion' underpinned by heterogeneous discourses of 
disability and childhood that exist, despite apparent adherence to 'official' school 
policy. Section 7.2 emphasises that 'precarious' and fluid expectations of adult and 
child behaviour come into existence, informing and encouraging particular whole-
school adult and child practices. Children with various mind-body characteristics are 
(dis)abled through these practices. Frequently, practices that disable children result 
from the unintended consequences of actors, which are situated within various socio-
spatial processes emanating from within and beyond the school. Finally, Section 7.3 
explores how school micro-spaces are also the sites of creative social action within time 
and space, and the contexts within which children are constructed as 'abled' or 
'disabled'. Indeed, a child may be variously (disabled) in different school micro-spaces. 
7.1 Interpretation and negotiation of 'inclusion' policy 
This section considers how 'inclusion' policy was differentially interpreted within Rose 
Hill and Church Street. In doing so, this section demonstrates that Schools are 
institutional spaces, and thus 'precarious accomplishment(s) in time and space' (Philo 
and Parr, 2000: 518). Schools are viewed as an expression of the education institution 
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at the local scale. In the light of this, it is argued that schools and the micro-spaces 
within them can be understood through a progressive sense of place lens (cf. Massey, 
1993) as sites of creative social action and specific moments on social, economic and 
political networks, operating on a variety of intersecting scales. 
7.1.1 The general and special education institutions 
Although dominant understandings of inclusion varied between the two schools, there 
were points of contact. First, and of key significance to this thesis, powerful actors in 
the school interpreted national policy in 'physically inclusive' ways. In both school this 
emphasised a personal commitment on the part of individual actors within the schools. 
This demonstrates that, although central govermnent legislation may seek to intensify 
control and regulation of schools (demonstrating panoptic principles), schools remain 
the site of creative social action. Actors within schools draw upon their existing 
knowledges and subjectivities to interpret legislation that contains some flexibility, or 
indeed to contest or resist central govermnent tendencies (emphasising the multiple 
expressions of power: Foucault, 1982). Evidently, teachers were variously positioned to 
control this agenda, and head teachers, and key senior teachers were relatively powerful 
here. However, many teachers in both schools maintained an 'inclusive ideal', although 
their interpretations of the meaning of inclusion varied greatly. 
This demonstrates that schools are specific local expressions of the operations of 
educational institutions which have expressions at a variety of inter-connected scales. 
National and local level SEN policy encourage the 'inclusion' of (some) disabled 
children into mainstream schools (although it is important to note that in Rose Hill, the 
head teacher argued that his inclusive agenda pre-dated SEN policy that prioritised 
educating disabled children in mainstream schools). However, individuals in LEAs and 
schools can contest, resist or transform this expectation. In the two case-study schools, 
actors carved out relatively inclusive 'niches' for disabled children within the education 
institution. During the research period, this represented an inclusive interpretation of 
SEN policy, which contained various caveats that could be strategically drawn upon by 
actors in schools, to maintain some schools as excluding spaces for disabled children. 
This inclusive interpretation is in-line with an increased promotion of the inclusion 
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agenda (DfES, 2001a, b, c). Thus the schools were mainstream educational spaces, 
wherein disabled children were welcome members of communities, and had access to (a 
variety of) social and academic opportunities. As such, they were ideal locations in 
which to examine two specific examples of how 'inclusive' education may work in 
practice. 
Dyson (2001) argues that a key challenge facing 'inclusive' school education is the 
tension between the specific and the unique, in terms of the 'generalising' impulse of 
inclusion and the 'individualising' tendency of special education. This tension was 
observed within the two schools, and is a useful point of entry to further examine the 
generalising/individualising (or general and special), pressures within education. 
Significantly, the education institution to which Rose Hill and Church Street are 
connected, and comprise a component of, has, through a history of dividing practices, 
been separated into two distinct components. These two distinct sections are the general 
and special education institutions. The special education institution has been 
established to meet the educational needs of children constructed as 'abnormal' 
(Vachlou, 1997 regarding SEN and labelling children 'abnormal '), and has operated 
within schools since the Warnock Report (DfES, 1979). However, recent moves 
towards inclusion have led to special and general education institutions occupying 
increasingly shared spaces. 
However, the erosion of the concrete spaces of the special education institution (i.e. 
segregated, special schools) does not dismantle the influence of the special education 
institution. Instead, this institution extends its tentacles further into the porous spaces of 
mainstream schools, continuing to diagnose, categorise and label children as 'special' 
through what Copeland (1997) describes as pseudo-medical practices. In common with 
the dispersal (rather than dismantling) of the institutional power associated with various 
de-segregational policies (Philo and Parr, 2000), 'special needs' education can be 
understood as a reconfigured, rhizomatic institution. This draws upon Philo and Parr's 
(2000: 516) re-conceptualisation of institutions as: ' ... spidery network(s) of dispersed 
intentions, knowledges, resources and powers.' The internal conflict of 'inclusion', is 
then situated within competing institutional powers, and a general education institution 
that is defined around the idea of a 'normally developing child', a concept which serves 
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to 'other' children who fall outside of that norm. A residue of physical spaces of 
containment for disabled children (special schools) facilitates the continued exclusion of 
some children, continuing to serve what Copeland (1999) has labelled a 'normalisation' 
purpose. This normalisation purpose is particularly pertinent to behavioural 
expectations placed on children in schools, as children with EBD continue to be the 
group most likely to be excluded from mainstream schools (see Chapter Four). 
Rose Hill and Church Street strategically drew upon the SEN institution in order to gain 
extra resources in an attempt to 'meet the needs' of individual children. Despite this, 
the influence of the SEN institution is uneven, as various actors within schools 
(particularly class teachers and SENcos) must identifY children who have SEN and 
request external assessment (DfEE, 1994). The particular practices of special education 
in labelling, categorisation and intervention, varies between the time-space of individual 
schools and micro-spaces within the school, as is discussed in the sections below. 
7.1.2 Inclusion-exclusion and the educational-medical model of disability 
Although the two schools were relatively physically inclusive (and prioritised cultural 
aspects of inclusion Booth and Ainscow, 2002), in both schools adult interviewees 
considered inclusion to necessitate various inclusions and exclusions, in line with 
national policy. However, the mind-body characteristics of children who were included-
excluded differed between the two schools. Dominant discourses (including everyday 
spatialities and practices of inclusion) also differed between the two schools. This 
suggested that the schools were sites of creative social action, and unique moments on 
socio-spatial (and temporal) networks originating beyond the school space (Massey, 
1993, 1996). In disentangling the specific geographies of 'inclusion' within the two 
schools, it was not possible to unravel the relative influence of agency and/or the 
schools' location within space and time. For instance, actors in both the LEA and Rose 
Hill claimed responsibility for a policy of educating children with certain types of 
(bodily) disabilities within mainstream schools, and claimed that national policy 
encouraging inclusion was of minor significance compared to their personal crusade for 
inclusive schools. 
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Policy is not unidirectional, and actors within the schools and LEA had the potential to 
influence national policy. Interviewees argued that the LEA's good practice had been 
adopted by other LEAs, and had influenced national policy. Indeed, practice in schools 
like Rose Hill has led to a shift in national policy towards impairment specific special 
resource schools (DiES, 200b). Thus national policy is not simply a structure 
constraining the activity within schools, but is a set of practices in a constant state of 
becoming. Written directives such as Acts of Parliament and Codes of Practice only 
come alive as they are interpreted (within the Special Need Tribunal, or the school), and 
they are open to a variety of interpretations. In this sense, the general and special 
educational institutions are, like schools, 'precarious geographical accomplishments' 
(philo and Parr, 2000). 
Dominant understandings of disability, childhood and 'SEN' influenced the 
configurations of 'inclusion' within school spaces. The dominant discourse of disability 
within both schools was the educational-medical model. This was viewed as a sub-set 
of the individual tragedy model, emphasising children's 'individual inadequacy', and 
subjecting children to a variety of educational-psychological (pseudo-medical) and 
medical diagnosis and interventions. Such discourses of disability were also 
underpinned by the concept of the 'normally developing child' (James et al., 1998). 
Children were expected to develop socially, emotionally, in terms of bodily control and 
cognitively at an age-related rate. It is important to note that these competences and the 
age at which children are expected to achieve a particular level of development are 
socially constructed within time and space (Archard, 1993). The representation of the 
normally developing child can be envisioned as a bell-curve, as the majority of children 
are expected to reach a particular developmental stage at a specific age. The norm and 
deviation from the norm is, however, also hierarchical, as falling below the norm is 
constructed negatively whereas exceeding the rate of development expected at a 
particular age is generally represented positively. Some children were unable to achieve 
these age-related expectations and became labelled 'special' (or abnormal). These 
children may fall under the auspices of the 'special needs' institution (see above). 
However, children who deviate greatly below these norms will be physically excluded 
from the school. The emphasis is on children fitting into the school rather than the 
school adapting to cater for all students (Ainscow, 1999; Booth, 2000). The schools 
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therefore interpreted inclusion as an acceptance of children who deviated further from 
an unidentified 'norm' (than other schools), rather than children with the whole range of 
physical, mental and emotional-behavioural capacities. Thus, even these physically 
inclusive schools continued to exclude some disabled children on the grounds of their 
individual characteristics. 
Dominant discourses of inclusion/exclusion in the two schools prioritised different types 
of competencies for inclusion into the whole-space of the school. In Rose Hill, the 
emphasis was on academic competency, as members of the school felt 'unable to meet 
the needs of children who differed too greatly from the 'normally' 'learning' 
developing child. This was, however, most explicitly applied to physically disabled 
children. The official school ethos of high academic achievement, and pressures 
originating from national ('effectiveness measures') and local (the threat of closure) 
sources regarding the necessity to 'compete' by appearing 'effective' must be of 
significance to the type of competence prioritised. Rose Hill was also well connected to 
the SEN institution, being named in LEA literature as a special resource school for 
physically disabled children. This may have resulted in parents of children with a wider 
range of mind-body characteristics selecting Rose Hill as the preferred educational 
setting for their children than Church Street or other mainstream schools. Such a 
finding emphasises the importance of intersecting socio-political and economic 
networks and social agency in the school space. 
In Church Street, children were most likely to be excluded from the whole school for 
failing to reach age-related behavioural expectations. Thus children who fell beyond an 
acceptable range of bodily comportment were discursively constructed as 'out of place' 
in the school. In particular, dominating accounts drew upon Dionysian and Apollonian 
(Jenks, 1996) discourses of childhood in identifying some children as 'little angels' 
requiring protecting and others as 'little devils' who could threaten these little angels 
(see also Valentine, 1996a). The school's position in a variety ofsocio-spatial networks 
was relevant here, not least its relationship with the locality in which it was placed, and 
within which the majority of the pupils lived. 
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Indeed, although adults in Church Street most frequently identified 'inappropriate' 
behaviour as a reason for exclusion, observations and interviews suggested that school 
rules were flexible towards children with EBD. Thus, only children displaying 
extremely aggressive behaviour were identified as requiring exclusion. This was 
attributed to the head teacher's desire to nurture these children (resonant of the 
'immanent child': James et al., 1998), and the school's location in an area in which 
violence and aggression was perceived as commonplace. Indeed EBD were described in 
(many) teacher's discourses as the result of 'immanent children' not being guided by 
their carers to develop their innate potential. This highlights that the home is an 
important site of learning, which education professionals have limited power to 
influence (although the boundaries of home and school are being increasingly blurred by 
initiatives such as DfES 'Dads and Sons' scheme) (see also Holloway and Valentine, 
2001). Despite these altruistic justifications for the schools' inclusiveness, competing 
discourses existed, which claimed that this was a response to the school's insecure 
position in the education market. The wider ethos of the two schools was also 
significant here, including the different meanings applied to 'education' in Church 
Street and Rose Hill. Although powerful actors in both schools claimed that education 
involved pastoral and academic strands, in Church Street greater priority was accorded 
to the former (a view which conflicts with dominant representations within the 
education institution), while in Rose Hill, both were of equal importance. 
Thus, in both schools, dominant practices and interpretations of 'inclusion' involved 
physically 'including' children who deviated further from the 'norm' than was the case 
in less 'inclusive' schools. This 'norm' against which disabled children were 
contrasted, is the 'normally developing child' (James et al., 1998), which has learning, 
emotional-behavioural and increasing independence facets. It is important to note that 
this 'norm' (the 'normally developing child') against which children are measured is a 
socio-cultural construct, which has become naturalised in dominating accounts of 
childhood, particularly within the education institution (Hill and Tidsall, 1997; James et 
al., 1998). Finally, as the 'norm' is socially constructed, so too are the competencies by 
which this norm (or deviation from it) is measured. To provide two examples of this: 
first 'political' decisions surrounding which mind-body skills and knowledges are 
prioritised in the formal National Curriculum will influence whether a child falls within 
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or without the 'norms' of cognitive development. Second Elias' investigations of 
'civilising' impulses highlight that expectations of bodily control have increased 
through time. Thus, in contemporary and Modern society, children have higher 
expectations of bodily control placed on them than was the case in medieval times. The 
'civilising process' is also applied to children, as children are expected to become more 
'civilised' and therefore to exert more control on their bodies as they increase in age 
(Elias, 1982; Valentine, 200 I). This thesis has also demonstrated that these 
expectations can vary through space, even on a small scale. 
7.1.3 Contesting the educational-medical model of disability 
Most adults in both schools drew upon these dominating accounts of disability and 
childhood. However, some teachers and SNAs, particularly in Rose Hill, adopted 
aspects of what would be understood by academics as more affirmative models of 
disability, and most interviewees view of childhood drew upon components of both the 
'immanent child' and 'normally developing child' models. In Church Street, some 
adults (while locating the 'disability' within the individual and identifying disabled 
children as 'abnormal') believed that inclusion should involve access to every lesson. 
This contested the official policy of internal segregation for some disabled children. In 
Rose Hill, some teachers employed components of more affirmative views of disability, 
refusing to divide children dualistically as 'disabled' and 'non-disabled'. In Chapter 
Four it was shown that the adult interviewees who had most experience of working with 
disabled children often held more positive views of disability. This concurs with Dear 
et al.'s (1997: 474) expectation that repeated social contact between disabled and non-
disabled people will: '... challenge the stereotypical anxieties that structure the 
diametric opposition between the abled and the disabled'. 
Although interviewees who utilised more affirmative understandings of disability were 
in the minority in Rose Hill, these teachers had most power to impose their discourses 
on the school. Two dominant discourses, therefore, existed in Rose Hill, the 
educational-medical model and a more affirmative reading of the individual tragedy 
model. The affirmative reading of the individual tragedy model constructed disability as 
an individual failing and tragedy without drawing upon and dichotomy of 'disabled' and 
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'non-disabled' through celebrating all children's abilities. Indeed, many adults drew 
upon components of both models without apparent conflict. This suggests that 
individuals do not need to accept a social construct in its entirety, but may selectively 
adopt certain aspects of different, apparently conflicting models. Although teachers 
within Church Street generally drew upon uncritical understandings of disability, their 
representations of children with learning disabilities and EBD were relatively 
affirmative. Indeed, adults in Church Street frequently examined societal courses of 
EBD rather than focusing upon the individual child's 'inadequacy'. This finding points 
to the limits of current academic understandings of disability, particularly as in Rose 
Hill, children with these mind-body differences were frequently the most othered. 
Generally, the personal views of teachers, which differed from official school policy, 
were drawn upon in interactions with children in the micro-spaces for which these 
teachers were responsible. Indeed, although teachers may have disagreed with dominant 
discourses, these different understandings generally did not appear to cause conflict. 
However, one adult transgressed official school policy (on this and other matters) to 
such an extent that she was to be removed from the school in the following academic 
year. 
The heterogeneous understandings of disability and inclusion held by actors within as 
well as between the two schools can inform our understanding of schools. It 
demonstrates that schools are not organisations with pre-existing, fixed rules and 
regulations (Manion and Flowerdew, 1982). Instead, schools are the sites of power-
negotiation and conflict, whereby more powerful actors' narratives dominate those of 
less powerful actors, in determining 'official' policy and norms of practice. This 
domination is inherently unstable, and which accounts dominate can change through 
time, due to the existence of contrary discourses, that continuously via for dominance 
(FoucauIt, 1982). Thus schools are clearly: 'precarious accomplishments in time and 
space' (Philo and Parr, 2000, as cited in HoIloway et al., 2000b), with adults and 
children within the schools drawing upon existing understandings of disability and 
inclusion that emerge from a multitude of representations within and beyond the school. 
This emphasises the permeability of the school space, which is connected to wider 
society in a multiplicity of ways; ideas circulating within schools are drawn from wider 
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society, while schools contribute to (re)production of society (Willis, 1977, for an 
example of how class relations are reproduced in and beyond schools). 
This chapter examines how these discourses of disability inform the whole-school 
space, and individual micro-spaces of the two case-study schools. It is argued that 
actors who are less able to impose their views of disability and childhood on the whole 
school space can be relatively dominant within micro-spaces, wherein heterogeneous 
interpretations of whole-school policies are enacted. 
7.2 Whole school geographies: (dis)abeist spaces? 
Adults and children were subject to surveillance and control within primary school 
spaces (with sources of surveillance emanating from the wider educational institution 
and beyond). Social norms governing adult and child behaviour existed within the two 
schools. These norms and expectations informed, without determining, practice, 
establishing a culture in which certain whole school disabling and enabling practices 
were more likely to occur. This does not, however, deny individuals' capacities to 
reproduce or to contest/transform these expectations, for instance, by acting in ways that 
do not conform to social expectations or through the emergence of new dominant 
discourses. This section examines whole-school geographies and practices that serve to 
enable and/or disable children. 
7.2.1 Academic expectations and spatial organisation 
The primary organisation of children's formal curricula time in both schools was into 
age-related classes and years; a standard way of organising children in schools. This 
demonstrates that a key understanding of childhood within both schools was a 'normally 
developing child' (Hill and Tidsall, 1997; James et al., 1998). Clearly children are 
expected to achieve similar levels of body-mind, learning-social competencies at 
particular ages (Hegarty and Pocklington, 1981). Some form of organisation of children 
in schools is necessary, as it is not possible to organise each child in terms of their 
individual characteristics due to (resource) constraints (Hegarty and Pocklington, 1981). 
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However, it has been argued that central government initiatives, such attempts to raise 
'standards', reinforce age-related mental competency expectations (Vlachou, 1997). 
Indeed, it is contended that these policies attempt to impose a particular view of 
childhood on schools/classrooms. Some teachers contested and de stabilised this 'norm' 
by emphasising diversity between children and arguing that the benchmarks by which 
children were measured were too high. The latter argument was particularly prevalent 
in Church Street, where it was 'normal' for children not to achieve the age-related 
standards set out in the SATs (see Chapter Five). This suggests that the 'norm' against 
which children were measured is not a given, as set out by national policy, but is 
differentially interpreted, contested and transformed between and within school spaces. 
Although the exact 'norm' by which children were measured varied between the two 
schools, this focus on age-related expectations constructed some children as 'special', 
for failing to meet these norms (see above). This imposed a dichotomy between 
children that would fall within the auspices of the general and special education 
institutions on, what is in reality, a continuum of ability-disability. Teachers in both 
Church Street and Rose Hill implicitly or (less frequently) explicitly identified some 
children as falling below the 'norm', partiCUlarly in relation to the National Curriculum. 
A further spatial and temporal ordering of both schools was the division of children into 
sets according to their relative attainment within their year group. This was an attempt 
to address the heterogeneity of children's mental capabilities within age-related 
class/year organisations, dependent on the notion of quantifiable 'intelligence'. Which 
subjects are 'setted' represents a political act demonstrating the perceived relative 
importance of some subjects (Maths and English), and also relates to government 
initiatives such as Literacy and Numeracy Hours and SATs tests in these areas. Thus 
the relative importance of various subjects were demonstrated through setting in these 
two primary schools, rather than whether subjects were elective or compulsory, as 
suggested by James et al. (1998). Indeed, all subjects are generally compulsory in 
primary schools. 
Powerful school actors choose to organise staff and pupils into sets. However, it is 
important to contextualise this withili competing pressures, and the resulting changing 
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reality of teachers' and students' everyday (work) experiences. This is a decision being 
taken within an increasing number of schools (Whitburn, 2001). The view of schools 
connected to a wider education institution, and indeed society generally, is helpful here. 
The responsibility for all the decisions does not lie only with individuals within the 
school as an organisation. Such actions are also related to various pressures, constraints 
and opportunities arising from the workings of the education institution, at a variety of 
scales outside the school. 
What is a response to changing pressures and constraints emanating from outside the 
school space by adults can variously (dis)able students. Setting can label students as 
disabled, by identifying children as academic successes or failures. Sets are imbued 
with meaning, and are represented through a rigid hierarchy of 'bottom', 'middle' and 
'top'. In Rose Hill, adults did not inform children of the set hierarchies, which was an 
attempt to prevent any stigma being attached to children in the lower sets. However, 
children in the lower sets in Rose Hill experienced a greater level of negative labelling 
from their peers than those in Church Street, where the various sets were openly labelled 
'bottom', 'middle' and 'top'. It could be argued that the 'absent presence' of the 
'bottom' set defines this more negatively than if it were openly labelled. Although the 
difference could also be attributed to the significance of within-set labelling in Church 
Street (see Section 7.2), the greater ratio of children with learning disabilities (which 
highlights the specificity of schools' location in place) andlor the way teachers and 
children transformed the meanings applied to 'bottom' in Church Street (see Chapters 
Five and Six). 
Sets can be interpreted as a means of control by dividing children into hierarchical 
'cells'. Hierarchical spatial divisions are central to Foucauldian interpretations of 
strategies to control unruly bodies and transform them into docile citizens (Foucault, 
1979; James et al., 1998). Many children in the middle and top sets in the two schools 
regulated their own mind-bodies by 'trying their hardest' (in terms of behaviour and 
academic achievement) to move up a set, or to not be moved down. This organisation 
of space-time therefore served a normalisation purpose, which reflected that of special 
schools, discussed by Copeland (1999). Some conflicting discourses existed, especially 
in Church Street (where lower sets were constructed less negatively by children), as 
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some children prioritised their peer relationships; wanting to be in the bottom set with 
friends (Chapter Five). Teachers also contested these hierarchies. For instance, in 
Church Street, Mr. Keegan, despite labelling the children in his sets 'muppets', 
emphasised the strengths of children in his lower literacy set. He openly labelled his set 
'the bottom set', and 'the stupid set', but appeared to actively transform and contest the 
meaning of 'bottom' and 'stupid'. 
7.2.2 Disciplining unruly bodies 
At the whole-school level, particular normative expectations of child and adult 
behaviour exist. Some practices are an accepted component of whole-school culture, 
and are pervasive throughout the school. These frequently become un-stated, taken-for-
granted expectations of adult and child behaviour, drawn upon in people's everyday 
social negotiations. However, adults and children are able to reproduce, contest or 
potentially transform these expectations (although differential power relations between 
children and various adults limit children's power to transform 'official' cultural 
expectations). Although adults and children can hold a variety of personal positions 
regarding these resources and constraints, not conforming to the whole-school 
'precarious achievement' of rules can result in various censures. 
These normative expectations are necessary for schools to fulfil their 'roles' in society. 
Schools' purpose as institutions is to educate children in order to prepare them for adult 
life. Schools as institutions are sites which contain ('little devils) and protect ('little 
angels) (James et al., 1998). Schools are also safe places where the 
immanent/developing child can learn the skills and competencies to become (docile, 
conforming and productive) adults (James et al., 1998; Vlachou, 1997; Wyness, 2000). 
Children are prepared for adult life in terms of instrumental skills and through 
socialisation into appropriate classed, gendered, racialised (Aitken, 1994; 2001) and 
(dis)abled identities. This has been labelled the 'hidden curricula' (Holloway et al., 
2000b). Underpinning this open and hidden purpose of schooling is the idea of 
childhood as a stage of 'becoming', with schools as sites of the control and regulation of 
children to produce docile, productive bodies (see also Chapter Five). 
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As children are presented as not fully (competent) human beings, the relationships 
between adults and children are unequal within schools. Adults hold a relatively 
powerful position, although this does not deny children's power to contest, reproduce or 
transfonn adult discourse and practice. As children are constructed as closer to nature, 
uncivilised and unconfonning relative to adults, it is adults' job to control and civilise 
children and to teach them to confonn to desired body-mind perfonnances and to reach 
their potential (see for instance Fielding, 2000; Gagen, 2000a, b; James et 01., 1998). 
Equally, children as 'immanent' need space to explore and freedom to play (James et 
al., 1998; Jenks, 1996). Thus children require some unstructured time, with lower 
expectations of bodily control, in the 'infonnal space' of the playground. 
Schools' purpose, to 'produce' confonning, productive (appropriately skilled) adult 
bodies is achieved through everyday social practices, which discipline mind-bodies, 
encouraging children to regulate their behaviour. Two related practices, which promote 
children's self-regulation, are punishment and praise. Punishment, in the current period 
of the disciplining of the 'soul' (Rose, 1989) rather than the body, frequently depends 
upon spatial strategies (although the decision as to who needs punishment frequently 
depends upon bodily display, which is used as a proxy for children's effort: Bris, 1994). 
Findings suggest that in disciplining unruly (child) bodies, adults frequently appealed 
verbally to children's innate rationality. However, after this, spatial ordering strategies 
are commonly employed. For instance, it was demonstrated in Chapter Six that children 
could be moved within classes (see Section 7.3). Alternatively, children were 
sometimes removed from one class and placed in another. This was most common in 
Church Street, particularly where some teachers were perceived by children as more 
frightening andlor children would be placed in a lower set for temporary periods (clearly 
indicating the nonnalisation principle of sets). Children could be kept in places that 
required greater regulation of the body, such as classrooms, and excluded from the 
relatively unconstrained space of the playground. Time as well as place is significant 
here, as being in a classroom is not always constructed negatively during periods when 
children are time-tabled to be there (see also Holloway et al., 2000a, for a discussion of 
the temporally referenced meanings of within-school spaces). Finally, children could be 
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situated in places metaphorically constructed as frightening, such as outside (or inside) 
the head teacher's office. 
Ethnographic research and interviews suggested that children were generally not 
punished for failing to reach required expectations of mental attaimnent. There were 
exceptions to this within particular micro-spaces (discussed below). Discipline 
generally surrounded 'unacceptable' bodily performances (Bris, 1994), particularly as 
children who behaved in an unconforming manner were perceived to disrupt docile 
children's learning/development. It is necessary to consider the relationships between 
the wider school ethos (and broader networks of social practice) and praise and 
punishment. 
In Rose Hill, expectations of bodily regulation were higher and more rigidly enforced 
than in Church Street. This was related to the greater emphasis placed on academic 
achievement in Rose Hill and greater tolerance of unorthodox behaviour in Church 
Street. These in turn can be seen to relate to wider social-political and cultural 
considerations and the schools' specific locations in space and the agency of adults 
within the school (see Chapters Three and Five). 
Children who could not/would not conform to expected forms of bodily performance 
were subject to the most censure from adults in the form of disciplining. Thus children 
with EBD (who often also had general learning disabilities) were frequently the most 
disabled group of children, particularly within Rose Hill. Children with EBD were the 
most vulnerable to exclusion from the whole-school space (particularly Church Street, 
see Section 7.1). This supports Farrell and Tsakalidou's (1999) argument that many 
children with EBD continue to be excluded from schools, despite the 'inclusion' agenda. 
These children were also the most vulnerable to within-school exclusion (particularly 
within Rose Hill). 
Many children self-regulated their games, particularly in Rose Hill, often excluding 
those children with learning disabilities andlor EBD from their social groupings. Some 
children found unpredictable and especially aggressive behaviour threatening, and could 
not understand why these children did not 'try hard' as they did. Occasionally, however, 
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children contested this norm, highlighting children's capacity as agents to construct their 
own social worlds (James, 1993), albeit not in isolation from adult cultures. In Church 
Street, fewer children with learning disabilities and/or EBD were actively excluded from 
informal cultures. On the one hand, this may relate to children with EBD generally 
experiencing less labelling and within-school spatial segregation in Church Street. On 
the other hand, this could simply be due to the high proportions of children in Church 
Street with these kinds of mind-body differences. 
The consideration of the experience of children with EBD necessitates a widening of 
current conceptions of disability to include not simply mind and body components but 
also emotional aspects, and this is discussed further in Chapter Eight. More children 
from socially excluded backgrounds experience general learning disabilities l and/or 
EBD than children from socially included homes (Dyson, 1997). This thesis does not 
aim to unravel the exact causes of generalleaming disabilities and/or EBD, although the 
(conflicting) environments of the school and the home must be considered along with 
individual characteristics of children (see for instance Farrell and Tsakalidou, 1999). 
What is important here is that this emphasises that having a general learning difficulty 
and/or EBD is certainly not a random, tragic event, This problematises the naturalised 
assumption of the randomness of disability in dominant societal discourses 
(Shakespeare, 1994), and builds upon a critique that highlights the unequal distribution 
of impairments through space, social groupings and through the life-course (priestley, 
2001) (this is discussed in greater detail in the following chapter). 
Investigating the school lives of children who are 'disabled' due to their emotional and 
behavioural characteristics can lead to a broader understanding of disability. Moreover, 
this can blur the boundaries between categories of disability. Not all children with 
learning disabilities have EBD and vice versa, although many children experience both 
in conjunction (and may also have other disabilities). That some children experience 
multiple disabilities highlights the importance of considering complex identities and the 
difficulties encountered when trying to pigeonhole people into different disability 
I Children with general educational needs are those children who do not reach normative expectations of 
development, but do not have an identifiable, labelled 'syndrome' or impairment, such as Asperger's or 
Dyslexia. General SEN have been associated with populations with a high level of socio-economic 
disadvantage/social exclusion (e.g. Barnes, 1988). 
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categories. A cautionary note must be added here, that it is equally essential not to 
subsume types of disability (see Chapter Eight). 
So far, this discussion has focused on punishment. However, children's unruly bodies 
can be 'disciplined' through praise, which is a social practice used to (positively 
reinforce) expectations of mind and body regulation. Praise often involved public 
display in whole-school places. Assemblies were occasionally used in Church Street 
and Rose Hill to publicly acknowledge achievements made by children in or exceeding 
age-related attainment milestones, such as those represented by SATs. More frequently, 
children were rewarded for appropriate bodily performances such as 'working hard' or 
behaving particularly well. Thus it could be argued that bodily performances are 
prioritised over 'achievement' in the two schools. This reflects previous studies (e.g. 
Bris, 1994), and suggests that bodily display is used as a proxy by adults to measure the 
extent to which children's 'souls' are disciplined. However, in both schools, disabled 
children, especially those with learning disabilities and/or EBD, reported fewer 
instances of praise than their non-disabled counterparts. Children identified individuals 
who were most and least frequently the recipients of praise. In general the children who 
most frequently received praise did not have disabilities (although on occasions children 
with disabilities were labelled as 'other' through a relatively high level of praise, see 
Chapter Six and Watson et al., 1999). Those children who least often received praise 
frequently had EBD and/or learning disabilities. 
Despite this finding, most adult interviewees identified a tension between attempting to 
promote a positive self-image among children with EBD and being seen to be fair in 
maintaining the rules of the school. In both schools, attempts were explicitly made to 
reward children who had EBD and/or !earning disabilities. Crucially, schools have a 
role to fulfil that deviant bodies disrupt, and the omnipresent emphasis on standards 
intensifies the need to promote calm environments where learning can take place. 
Finally, establishing control provides a calm environment, which is enabling to many 
children, including 'disabled' children (Chapter Five). Thus it could be argued that 
enabling children with some mind-body characteristics, can conflict with the interests of 
children with different types of' disability'. 
233 
-~ -_._---------
Chapter Seven 
7.2.3 Educational-medical diagnosis and intervention 
The last section discussed normative expectations of children's bodily performance 
and/or emotional development. This section considers the educational-medical labelling 
and inscription on children who are not 'normally developing' in mental, bodily or 
emotional-behavioural terms. 
Although the rhizomatic SEN institution permeated both schools, practices of labelling 
and diagnosis differed between school spaces. The SEN institution serves to categorise 
children who fall outside of the 'norms' (identified above) of cognitive, bodily or 
emotional-behavioural development, under an educational-medical model. Interviewees 
in Church Street suggested that some level of learning difficulty was 'the norm' in 
Church Street, and that, due to this, only those children with more severe SEN would 
qualify for assessment from outside agencies. This was supported by findings from 
ethnographic research and interviews with adults from Rose Hill. These findings 
emphasise that the SEN institution operates heterogeneously between schools. To some 
extent, this reaffirms Ainscow et al. 's (1998) finding that the SEN process operates 
differently between schools. However, the empirical findings of this thesis contradict 
Ainscow et ai's. assertion that relatively well-resourced schools will often address 
children's special needs within school, rather than seeking external assistance. 
The difference in the operation of the SEN institution in diagnosing children as 'special' 
demonstrates how children with similar mind-body-emotional capabilities can be 
differentially constructed as 'disabled' or 'non-disabled' in different whole-school 
contexts. Indeed, the very norms against which children are measured can vary through 
space. Importantly, this suggests that interpretations of the 'normally developing child' 
will vary in space, as actors within schools reproduce, contest, transform or selectively 
adopt components of central government definitions of the 'normally developing child'. 
Crucially, these findings demonstrate that children's (dis)abled identities are constructed 
in and through space and time. This emphasises: 
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' ... just how important 'spatiality' is to the fonnation of human subjects, with 
their fractured identities inevitably bound into the many worldly locations 
encountered in their personal histories and geographies ... the 'maps' which all 
human subjects are simultaneously making and being made by' (Parr and Philo, 
1995: 2000). 
When children are diagnosed with 'SEN', they become subject to a variety of 
educational, medical andlor psychological interventions, depending upon which type(s) 
of 'needs' they are perceived to have, and this is discussed in greater detail in Section 
7.2.4, below. However, for children with 'statements' the most common panacea, on 
which the money provided with a statement was spent in the two schools, was an SNA. 
An unintended outcome of the presence of an adult whose is assigned to one child or a 
small group of children is that these children are frequently discursively presented as 
'dependent'. Despite this, practices varied between individual school micro-spaces, as 
is discussed in the following Section. 
In Rose Hill, children who used wheelchairs were further disabled and inscribed as 
dependent through the spatial layout of the school. A label of 'dependence' carries 
negative connotations in Western Capitalist Societies (Irwin, 2001; Young, 1991). 
Children are expected to be dependent on adults and Western society (J enks, 1996). 
However, the 'nonnally developing child' is expected to become increasingly 
independent of adults as s/he gets older, as s/he moves through the stages of becoming 
an 'independent' adult. 
As has been discussed, interviewees suggested that the 'gap' between physically 
disabled children's 'dependence' and non-disabled children's 'independence' would 
increase with age. This reflects similar arguments with reference to children with 
learning disabilities (Chapter Five). It is therefore possible to enlarge Shakespeare and 
Watson's (1998) claim that disabled children are 'othered' in schools due to their 
projected future as, what Middleton (1995) defines as a 'pennanent child'. Disabled 
children may be increasingly 'othered' in mainstream schools as they get older and their 
level of dependence increasingly conflicts with the level of independence that children 
of their age are expected to display. 
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Disabled and non-disabled children and adults were agents capable of reproducing, 
contesting and transforming the construction of disabled children as 'dependent' and the 
meanings attached to 'dependence'. Some children contested and transformed 
representations of themselves as dependent, and/or the meanings projected onto a 
dependent status (cf. French, 1993a). However, many disabled children internalised 
their dependent status, being 'grateful' when their peers and/or SNAs 'looked after' 
them (Chapter Five). This supports Kitchin's (1998) argument that individual tragedy 
models of disability are naturalised within society to the extent that they frequently 
become the common-sense understanding of disability to disabled people. Crucially, 
this study indicates that in some cases, this is occurring within mainstream schools. 
When children accepted dependent relationships, either for themselves or their peers, 
they could equally reproduce, contest or transform the negative connotations attached to 
dependence. Whereas some children felt that to have an SNA would be negative, 
indicating that they had 'special needs', many children were more positive about other 
children's requirements for extra help. Interestingly, many disabled children were very 
positive about the help they received and their relationship with their SNA. . This 
supports findings by Shaw (1998). Finally, some 'non-disabled' children in Church 
Street emphasised that they would like an SNA in order to receive extra help 
themselves. This occurred within a particular resource-poor environment, wherein 
many adults and children felt that not all children were being given the opportunity to 
'reach their potential'. This finding suggests that a lack of a label as 'disabled' can have 
resource implications of disabled children, and has resonance to the experiences of some 
women with M.E. discussed in Moss and Dyck (1996). Such resource issues can lead to 
children strategically seeking a label of SEN. Thus negative, positive or ambiguous 
representations of dependency are spatially-situated in porous spaces with their own, 
unique characteristics (cf. Massey, 1993; McDowell, 1996). 
Responses to dependence were less uniformly negative than those expressed by older 
children (Davis and Watson, 2001; Watson et aI., 1999). This supports the argument, 
forwarded above, that the gap between 'dependent' disabled children and the level of 
independence that 'normally developing children' are expected to display, increases 
with age. This difference could also be indicative of the different organisation of 
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primary and secondary schools. This highlights a need to investigate disability not 
simply through the life course (priestley, 2001), but changes within particular 'periods' 
of the life-course. 
One of the key milestones for children's increasing independence is the ability to 
independently control excretion (particularly of faeces). Physically disabled children in 
Rose Hill were frequently cast as 'dependent' if they required assistance in what was 
labelled 'toiletting'. Chapter Five presented findings that illuminated how physically 
disabled children were often discursively associated with faeces and an inability to 
control their bowels. Adults concealed some disabled children's incontinence from their 
peers, suggesting that this was an 'absent presence' (Pendergast, 1992, in relation to 
menarche). Thus incontinence is represented as something to be concealed and of 
which to be ashamed, as it carmot even be mentioned. Faeces are abject in 
contemporary Western society (Sibley, 1 995a). Therefore, if children are defined 
through their inability to control their faeces, they too become abject and 'othered' by 
adults. 
An ability to control one's bowels is thought to be an integral process through which 
young children in contemporary Western society learn to 'abject' the Other, although it 
is part of the Self (Sibley, 1995a). It is also a key part of the civilising process (Elias, 
1982). Sibley (l995a) highlights that such processes of abjection are not an existential 
'given', but are socially-spatially specific. The abjectness of the inability to control 
excrement must be situated in a culture wherein defecation is a private, almost shameful 
affair (Elias, 1982), as we attempt to define ourselves as 'civilised', human, a superior 
'other' to animals (philo, 1995). By associating children with faeces in this way, 
perhaps, disabled children become defined by their biology, potentially as 'Iess-than-
human' (Morris, 1991). Morris (1991) highlights that disabled people are othered in 
society, as the presence of disability reminds non-disabled people of the fragility of 
human existence. In this case disabled children are 'othered' through their association 
with faeces, as they remind non-disabled adults ofthe limits of civilisation in controlling 
nature in the form of our bodies. The 'abjection' of disabled children in this way was 
also related to places being inscribed as 'disabled children's' places, as is discussed in 
the following section, which considers exclusions within the two schools. 
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7.2.4 Within-school segregation 
The official whole-school policy interpretation of inclusion differed between Rose Hill 
and Church Street, despite some shared facets (Chapter Four). This demonstrates that 
schools are the sites of creative social action (Shilling, 1991), and the flexibility of SEN 
legislation (cf. Ainscow et al., 1999, in relation to LEAs). In both Church Street and 
Rose Hill, however, the pupils who most frequently experienced within school 
segregation/exclusion for purposes other than punishment were disabled children. 
In Church Street children with Downs Syndrome spent most fonnal time-tabled periods 
in a special unit. By contrast, the official school policy in Rose Hill involved the 
inclusion of physically disabled children into all school micro-spaces and activities, and 
physically disabled children in Rose Hill had little contact with disabled peers. Cook et 
al. (200 I) express concern that the dispersal of disabled children will lead to (a lack of) 
political organisation and development of a group identity for disabled children. 
However, physically disabled children actively constructed 'disabled' cultures on the 
'special' bus, emphasising that as social actors, disabled children can create welcoming 
disabled spaces, despite externally imposed time-space constraints. 
Despite the official policy of whole-scale 'inclusion' in Rose Hill, physically disabled 
children were consistently removed from classes to address their physical 'needs', 
including 'toileting' and various medical interventions. Although medical therapies can 
be viewed as a disciplining technique to make disable bodies 'nonnal', there are 
enabling and disabling aspects of such therapies (see Chapter Five). In Rose Hill, few 
children reacted negatively to physically disabled children's temporary exclusions from 
the classroom, and in this way it could be argued that these bodily differences were 
accepted, and physically impaired children were not disabled in this context. 
Educational 'therapies' such as speech therapy and occupational therapy mirror medical 
therapy, as they are methods for making disabled children more 'nonnal'. Disabled 
children were physically excluded from various micro-spaces in both schools in order to 
receive such therapy. In both schools, adults without specific qualifications were 
238 
Chapter Seven 
responsible for the everyday organisation of these therapies, following guidance from 
outside 'experts'. Such educational therapy for disabled children was enabling; in many 
cases helping to reduce the 'gap' between their attaimnent and the socio-spatially 
specific 'normally developing child'. However, this served a purpose of labelling 
children who were removed as 'disabled'. Both children who were removed, and those 
who were not, emphasised that children were removed from the school space, in order to 
'catch up'. 
The intra-school segregation of disabled children for various reasons, led to certain 
places within the schools being discursively constructed as disabled children's places. 
Such representations lead to the homogenisation of disability, which was seen to 
represent physical disabilities in Rose Hill and Down's syndrome in Church Street. It 
could be argued that these specialist spaces became abject sites, associated with an 
'Other', particularly in Rose Hill where some physically disabled children were also 
abjected by their inability to control their bowels (see above). In this sense, these 
segregated in-school spaces became physical 'dustbins of disavowal' (cf. Shakespeare, 
1994). 
Which curricula activities physically disabled children were removed from was a 
political act representing relative importance accorded to different subjects. Children 
were frequently removed from Art, Humanities and almost always excluded from PE 
(Physical Education). Other studies have highlighted that disabled children are 
frequently excluded from PE in mainstream schools (Sport England, 2001). Children 
were not removed from Maths or English for long periods of time. Adult interviewees 
argued that they attempted to prevent disabled children from missing the same subject 
repeatedly. However, participant observation and child interviewees suggested that this 
did not work in practice, particularly in relation to PE. This could be related to teachers' 
concerns regarding how to include children with physical disabilities into PE lessons, 
which are organised around a 'normal' body type (see Chapter Six). 
Excluding children from playgrounds (which are often constructed as a positive space 
forlby children) is generally a spatiaIised disciplining strategy for those children who 
have not conformed to expectations of behaviour (see above). However, in Rose Hill, 
239 
---------_._-------------
Chapter Seven 
physically disabled children were frequently excluded from this space for health-related 
reasons. This constructed disabled children as 'sick' (a component of the individual 
tragedy model of disability, Morris, 1991; see also Watson et al., 1999) and restricted 
these children's opportunities to build social relationships and construct informal 
cultures. In Church Street, children with learning disabilities were occasionally 
excluded from the playground due to not having reach normative expectations of a 
reasonable amount of work. Findings from the thesis have emphasised that, although 
children's cultures exist throughout the school space, they have more scope for open 
expression in the playground, where expectations of bodily control are less rigorous. 
Therefore, being excluded from the playground isolates disabled children from a crucial 
space in which children's cultures are (re)produced, and limits extent to which 
boundaries between 'disabled' and 'non-disabled' children can be deconstructed (Dear 
et al., 1997). 
It could be argued that both case-study schools are ableist (cf. Chouinard, 1997) spaces, 
as the social and spatial organisation of the schools is based on a taken for granted 
'normal' child, which does not exist. Children who deviate from this 'norm' mentally, 
physically or in behavioural terms are frequently disabled in this context. However, 
adults and children within schools can engage in social practices that reproduce or 
conflict with expected school norms especially within particular micro-spaces, and this 
is discussed below. 
7.3 (Dis)abling micro-spaces 
School spaces comprise various mIcro-spaces which are usually associated with 
particular activities, such as teaching and learning (classrooms), playing (playground) 
and eating (dining hall). These function specific 'cells' are central to Foucaultian 
notions of discipline and control of deviant bodies within institutional spaces (F oucault, 
1979). Micro-spaces are unique sites within the whole school. Shilling (1991) labels 
such micro-spaces 'locales', particular configurations of structures and agencies, and 
containing differing behavioural codes. Although the term 'locale' is not drawn upon in 
this thesis, the concept of differing behavioural codes has a value. Despite this, the 
'codes' governing expected behaviour in particular micro-spaces vary through time, as 
240 
Chapter Seven 
for instance, the dining hall becomes a classroom for the 'bottom set' numeracy group in 
Rose Hill (see also Holloway et al., 2000a, b). The classroom and playground are the 
focus of this section as they are frequently associated with two 'separate' school 
cultures; an 'official' / formal (adult) culture is associated with classroom micro-spaces 
(Shilling, 1991), and an 'unofficial' / informal (child) culture, often linked to 
playgrounds (Opie and Opie, 1969). It is argued here that these micro-spaces do not, in 
fact, contain a single, homogenous identity (Holloway and Valentine, 2000c; Jackson, 
1989; Massey, 1993, 1996, for a discussion on the complex nature of space, place and 
culture). Although children have more scope to enact child-cultures (which are 
themselves multifaceted) in informal spaces, children's cultures are also present in the 
formal spaces of the classroom (see also Chapter Six; Dixon, 1997; Holloway et al., 
2000b). Indeed, it has been found in this thesis, that children's cultures can influence 
adult practice. For instance, children can encourage their peers to engage in 
transgressive activities, which expose them to the adult gaze. 
Micro-spaces are also considered here as specific moments in space and time, dissected 
by interconnecting networks extending across and beyond the whole-school space, and 
the sites of social agency. Within specific micro-spaces, adults and children, who may 
be relatively powerless in constructing the dynamic 'accomplishment' (Philo and Parr, 
2000) of norms and expectations within the whole-school space, are relatively 
empowered to establish constraints and resources encouraging particular everyday 
practices within particular micro-spaces. Thus the practices occurring in various micro-
spaces can variously reproduce, contest, transgress or resist whole-school norms, and 
thereby heterogeneously construct children as (dis )abled. This is examined below. 
7.3.1 Panoptic classrooms 
It has been argued that norms of body, mind and emotional performance are promoted in 
whole-school spaces. Schools and the education institution(s) can be viewed as broadly 
panoptic, as they serve to segregate children from society and (increasingly) surveillance 
and control adults and children's behaviour (Foucault, 1979). Indeed, it could be argued 
that SAT tests, Ofsted inspections and the National Curriculum intensify the level of 
control and regulation of teachers and children in schools by central govermnent. This 
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has been implicitly suggested throughout this chapter, which has discussed the 
'controlling' impulses emanating from the education institution, at a variety of spatial 
scales. However efforts to control generate resistance, as adults and children resist, 
contest, transgress or transform these efforts (McNay, 1994). 
This is especially apparent within classrooms. However, the ways that these norms (or 
not reaching these norms) are presented and the consequences to children of deviating 
from these norms differ in various classroom micro-spaces. It is argued here that the 
school's role of producing productive docile conforming bodies is clearly played out in 
the classroom, but that this may occur as an unintended consequence of adult's daily 
practices. Adults draw upon their existing knowledges, along with school expectations, 
in establishing normative expectations of development, which children fall outside of 
these norms, and what should happen to these children. 
The metaphor of the panopticon can be explicitly applied to the classroom micro-space. 
lames et al. (1998) argue that classrooms are designed to regulate children and to 
encourage children's self-regulation, and it could be claimed that classrooms operate as 
'panopticons'. It is argued here that classes are more usefully described as 
demonstrating a general panopticism (see Philo, 1989 and Chapter Two for a discussion 
of panopticism). Thus, although tables and chairs were not arranged around a central 
'watch-tower' of the teacher's desk, classroom layouts were designed with control and 
surveillance in mind. This relates to the importance placed on appropriate bodily 
conduct within the schools (see Section 7 .2.2, above). 
Although the issues of control and surveillance were implicit in the spatial layout of all 
classrooms, the approach taken to achieving this varied considerably between classes. 
Teachers' preferred teaching styles and the level of self-regulation they expected from 
children frequently influenced the rigidity of spatial classroom layout. For instance 
some teachers placed greater expectations on children's capacity to internalise 
'appropriate' behaviour, removing the necessity to constantly surveillance children's 
activities. However, teachers' choices did not occur in a vacuum, but were connected to 
resources and constraints beyond their control. For instance in Rose Hill, teachers in the 
lower sets acted less as panoptic 'watchtowers', and children had more opportunity to 
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engage in co-operative work than in many other classroom spaces. This was a response 
to the teachers' personal teaching styles and this also occurred in a context of a high 
proportion of adults to children, which facilitated a greater level of dispersed control 
rather than rigid spatial ordering of the classroom. Evidently it is impossible for adults 
(whether it be an individual teacher 'warders', or dispersed adult gazes) to observe 
everything that children do, although children's knowledge that they could be being 
watched by adults or other children at any time can led to self-regulation. This is 
central to the panoptic principle (Foucault, 1979). 
Some children are aware that the gaze is not omnipotent, and when the gaze is turned 
away from them, carve out 'child spaces' of (potential) resistance in classrooms. This 
occurred either when the adult gaze was diverted elsewhere, or through using forms of 
communication that are not obvious to adults (such as writing notes). Variations were 
observed between classes in the level and type of in-class communication between 
children, although this did not always relate directly to the level of control that teachers 
attempted to exert over children. It is interesting to note that the level of control that 
teachers thought they exerted over children often conflicted with the amount of 
concealed transgressive behaviour that children reported to engage in. Some children's 
ability to avoid the adult gaze when constructing child-cultures of resistance is 
demonstrated by the fact that children reported incidents of transgressive behaviour that 
I had not seen, despite having greater leisure to observe than other adults in the 
classroom. However, teachers have other surveillance techniques, such as marking 
children's books (which is also influenced by increasing levels of control exerted from 
the national scale of the education institution). Therefore, children engaging in 
subversive activities may treat teachers as 'cultural dupes' as they do 'enough' work to 
not be 'caught out'. Furthermore, the power contestations between teachers and 
children, along with teachers' own subjectivities influence the level of control teachers 
(attempt to) exert over children. In Rose Hill, children's behaviour was less rigidly 
controlled within one class, and this was remarked upon by many teachers as 
attributable to the group dynamics of the children. By contrast, in Church Street, the 
high level of control that Ms. McCain attempted to exert over all the classes she taught, 
which conflicted with norms within the school, was justified on the grounds of power 
struggles between herself and the children, and her need to maintain control. 
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In general, a greater level of surveillance was evident in Rose Hill than in Church Street. 
This demonstrates the importance of whole-school normative values in establishing 
benchmarks of expectation. However, variations in practice occurred within the two 
schools. Evidently the spatial layout and level of control over children may be 
influenced by pedagogic practices (whole-class teaching can depend upon a more 
acquiescent group of children than group work). 
Some teachers employed spatial strategies within classes that labelled children as 
academic successes or failures, with the conscious justification of aiding differentiation, 
class control and/or learning of the children. Results from children's interviews suggest 
that in Church Street, this within-class hierarchical spatiality more clearly demonstrated 
children's location on the learning 'ability' hierarchy than sets. In many classes in Rose 
Hill and Church Street, children with SEN either all sat together on a table with one or 
more SNA or individual children were positioned next to an individual SNA. This 
constructed children as dependent (see Section 7.2), which was reflected in children's 
interviews, and limited disabled children's opportunities construct child-cultures in the 
classroom. This dominant way of ordering classrooms indicates that the micro-space of 
the classroom is connected to wider processes, such as the method for funding 'special 
needs' and pressures to achieve standards (see Chapter Six). However, teachers and 
SNAs as social actors could negotiate wider socio-political processes, in determining 
how they would work within the classroom. 
Physically disabled children's location within the classroom influenced these children's 
opportunities to engage with children's cultures. In Rose Hill, some physically disabled 
children were sometimes located at the back of the class, in a relatively isolated 
position, and this exacerbated limited contact with peers that they experienced at 
playtime. By contrast, some disabled children were located with their peers at all times 
in different classes. These children had more positive peer-relationships. However, the 
location of children within a class did not have a causal relationship to their level of peer 
interactions, and the importance of children's subjectivities must not be understated. 
However, close proximity to other children evidently presented children with more 
opportunities to communicate. In general within-class physical isolation of children was 
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used as a punishment strategy, and practices of praise and punishment are discussed in 
greater detail below. 
As at the whole-school level, praise and punishment were used to maintain 'control' in 
the classroom. Verbal forms of encouragement and warning were common, and 
generally preceded more formal action in most classes in both schools. Practices of 
praise varied between classes in both schools. Both schools had a whole-school reward 
policy, although adults in some classes in the two schools supplemented this with their 
own schemes to encourage pupils. The level of praise and punishment that the same 
children received in different places varied considerably. 
As in the whole-school situation, the smooth running of lessons and the creation of 
docile bodies was most often disrupted by children who could or would not conform to 
behavioural expectations, and it was these children who were more consistently 
punished in most classes. Indeed, these acts of transgression served to reaffirm rules 
(McNay, 1994). However 'acceptable behaviour' was interpreted in a variety of ways 
in various classes within each school. Indeed, although children with BBD and/or 
learning disabilities experienced the greatest level of censure in the whole school space 
(particularly in Rose Hill), practice varied in different micro-spaces. The variety of 
'moral geographies' found within various classrooms supports Fielding's (2000) call for 
an exploration of classroom micro-space geographies. Children with 'learning 
disabilities' and EBD received a greater level of praise within lower-set classrooms, 
especially in Rose Hill. This finding suggests that while the practice of 'setting' may be 
disabling, as it labels children as 'academic successes' or 'failures' (Hill and Tidsall, 
1997), sets themselves can provide spaces of belonging and enablement to disabled 
children. 
It was suggested by many children (and observed) that some children become labelled as 
'naughty' and were more often subject to the adult gaze in particular classes. This was 
demonstrated through children being punished much more in one class than another, 
despite their behaviour not demonstrably changing. This emphasises that children's 
identities were variously constructed as disabled between micro-spaces. However, 
wider resource issues also affected this, and in circumstances where adults had higher 
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numbers of children in a class, and/or there were fewer adults present, children were 
more often punished for more obvious behaviour, whereas children who engaged in 
more surreptitious activities were often unobserved and therefore unpunished. This was 
disabling for children who had EBD when other children would subtly provoke them, 
and the child with EBD would be punished. 
In both schools, spatial strategies of discipline were evident within and between 
classrooms (See Chapters Five and Six). For instance, children who were perceived to 
be 'naughty' would be moved within classrooms, kept in from playtime and/or moved to 
threatening spaces or other classes. In general, children received most punishment for 
transgressing behavioural norms, and children were seldom punished for failure to meet 
particular learning goals. Despite this, spatial strategies usually reserved for punishment 
were applied to children with learning disabilities in some classes, as these children 
were frequently located near to an adult, and/or kept in at playtimes. Although this was 
not usually designed as a punishment, children viewed this negatively. 
In some micro-spaces in Church Street, children felt that they were disabled as their 
needs were not being met and/or they could not understand the lessons. Often this was 
felt to reflect the nature of the subject and the way it was taught. On occasions this also 
reflected relatively large class groups (although no child mentioned this in relation to the 
largest class group). 
Adults and children's knowledges, understandings and experiences of disability are not 
confined to those developed in the school. Thus a variety of representations and 
practices pertaining to children with mind/body/emotional differences occurred in 
different classes. In line with the majority of the population, many adults and children 
held dominant, individual tragedy understandings of disability, albeit interpreted 
through an educational-nsychological gaze. This demonstrates that classrooms are 
specific sites situated within wider social processes. Dominant societal representations 
of disability were often reflected in discourses of adults and children in many 
classrooms. However, some adults constructed disabled children more positively, and 
in general, adults attempted to make disabled children feel comfortable in their classes. 
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7.3.2 The playground 
Children are controlled in the playground as elsewhere in the school. Despite this, 
expectations of bodily performances are more flexible in this micro-space (see also 
Shilling, 1991). The playground is a place where 'immanent children' are given space 
to play and grow, and can be seen as the place where children have more scope for open 
expression. 
Disabled children were more frequently excluded from the playground than non-
disabled children. In both Rose Hill and Church Street children with EBD and/or 
learning disabilities were most often excluded as a punishment. Furthermore in Rose 
Hill, physically disabled children were frequently excluded from the playground due to 
an equation of disability with illness (see section 7.3.4). This had implications for 
disabled children's opportunities to make friends and become involved in the 
(re)production of children's cultures. 
In both Rose Hill and Church Street interviews with children and participant observation 
highlighted that disabled and non-disabled children had friends, and positive peer-
groups. This evidence suggests contrasts with Davies and Watson's (2001) findings, 
which contended that disabled children had more negative experiences. However, in 
both schools many children had problematic peer relationships, including being the 
victims of (and perpetrating) bullying. This highlights that children's lives are certainly 
not unproblematic (see also Valentine, 1996a). Children would lose and gain friends 
regularly. In Rose Hill, many disabled children reported experiencing bullying and 
more problematic and less stable friendships than their non-disabled counterparts. In 
Church Street most of the children had experienced some form of bullying, although 
some disabled children were more consistently bullied by groups of children. It would 
be problematic to relate children's experience of being bullied to one aspect of their 
multifaceted identities (see Chapter Five). 
In Rose Hill, children with EBD and/or learning disabilities were the children most 
consistently 'othered' by their peers in the playground, and this reflects the experiences 
of this group of children in the whole-school and other school micro-spaces. Many 
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children self-regulated their informal time to exclude children who could not conform to 
their internalised expectations of bodilylbehavioural control. This reflects the official 
school culture. Although the same children were frequently othered within the formal 
and informal curricula, children's exclusions were not a mere reflection of adult's 
practices. Children were othered for not conforming to the unspoken rules of children's 
play, rather for transgressing formal expectations on children's behaviour. Indeed, 
children were active in constructing their own cultures, within the constraints and the 
resources that frequently originated from outside children's control. Hence, some 
. children made deliberate attempts to include those children with EBD in their games, 
and had very sophisticated understandings of other children's behaviour, contesting 
dominant child and adult cultures. It is important to note that disabled children often 
bullied disabled and non-disabled children, while children with EBD frequently bullied 
their peers. This was not a simple case of non-disabled children 'othering' disabled 
children in informal spaces. This emphasises the complexity and messiness of the 
construction of (dis )abled identities in space, and the danger of essentialising children's 
identities. 
7.3 Conclusion 
This chapter has drawn together the threads of this thesis. By adopting a geographical 
approach this thesis has highlighted both the difference that place makes, and that 
(dis )abled identities are constructed and reconstructed through space, including the 
micro-spaces of the school. Schools and the micro-spaces within them are 
conceptualised as comprising specific (local) expressions of educational institutions. As 
such they are specific moments within time and space (Massey, 1993, 1999), and the 
sites of creative human agency. 
In this thesis, it has been argued that schools as institutional spaces are 'precarious 
geographical accomplishments' (philo and Parr, 2000: 157). This has been interpreted 
to mean that school spaces are specific moments within space and time (cf. Massey, 
1993, 1994). This conceptualisation of schools identifies the difference that place 
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makes to the socio-cultural characteristics of a school. Schools' internal geographies are 
the expressions of complex socio-political and cultural negotiations between actors with 
heterogeneous understandings of 'disability', and 'inclusion', differentially located 
within shifting power geometries. As schools are not bounded and ideas flow between 
the school and wider society, naturalised discourses of childhood and disability that 
dominate society can influence actors within the schools (and can be further normalised 
within education institutions). However, these understandings take on particular 
configurations as an 'educational-medical' model through the workings of the SEN 
institution within the school spaces. In Rose Hill, the dominant discourse drew upon 
individual tragedy models of disability and aspects of a more affirmative representation 
of disability. Although actors in Church Street generally reproduced uncritical 
understandings of bodily disability, affirmative models of EBD were used. These 
findings suggest that repeated social contact between disabled and non-disabled people 
breaks down the conceptual dichotomy between 'disabled' and 'abled' people, as Dear 
et al. (1997) argue. 
Official school policy regarding inclusion, along with the norms and expectations placed 
upon adult and child behaviour are 'precarious accomplishments'. Adults and children 
can engage in practices that conflict with these norms, although this may result in 
censure. The practices occurring within schools can variously (dis )able children with a 
variety of mind-body characteristics. Schools are comprised of various micro-spaces. 
Although these are not bounded from the rest of the school (or indeed from the wider 
education institution), they are sites within which actors, who may have less power to 
influence dominant whole-school practices, can express their social agency and compete 
for dominance. Hence a variety of (dis )abling practices occur within these spaces. 
These various practices are located within networks and impulses deriving from a 
variety of interconnected scales. Although many of the decisions taken/ideas circulating 
through the school, the classroom and the playground originate from beyond the school 
space, each school, classroom and playground is a specific moment in time and space. 
Within these unique moments of time and space, children's identities are variously and 
dynamically constructed as 'disabled' or 'abled' to the extent that some children who 
are disabled in one micro-space may be 'abled' in another. 
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Conclusion: (re)theorising childhood, disability and schools 
8.0 Introduction 
This chapter synthesises the key themes of the thesis, and emphasises its major 
theoretical and conceptual contributions. More specifically, the discussion considers 
how this thesis deepens understandings of the (re )construction of (dis )abled identities in 
and through school spaces; thereby engaging with debates on childhood and (dis)ability 
in the context of schools as institutional spaces. It is suggested that the empirical 
findings of the thesis point to some new avenues for future research activities. 
The chapter is divided into four principal sections. Section 8.1 outlines the major 
contribution of this thesis to current theorisations and conceptualisations of children and 
childhood by destabilising notions of the 'normally developing child' (cf. James et al., 
1998). Section 8.2 emphasises how this thesis has enhanced geographies of disability. 
In Section 8.3, the value of the empirical findings for the theorisation of inclusion is 
considered. Finally, Section 8.4 provides a reflexive summary of the thesis as a learning 
process, and considers some limitations of the research (although for a fuller discussion 
of limitations see Chapter Three). In conclusion, this section suggests some potential 
avenues for future research. 
8.1 Childhood and children 
At an empirical level, the thesis has provided three major contributions to geographies 
of children and childhood. First, the thesis has examined children's experiences within 
the 'everyday space' of the schools (see Holloway and Valentine, 2000b). Schools serve 
to contain, control and regulate children and children are represented as 'in place' in 
schools. Although this focus is not unique within children's geographies (see for 
instance Blackman, 1998; Fielding, 2000; Holloway et al., 2001a, b; Valentine, 2000), 
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the tendency within children's geographies, to date, has been to focus upon children 
where they are considered 'out of place', such as public spaces (e.g. Matthews and 
Limb, 2000; Skelton, 2000). Second, the thesis has endeavoured to learn the lives of 
children represented both as 'disabled', and 'non-disabled'; thereby addressing a 
relatively under-researched issue current in children's/young people's geographies 
(although for exceptions to this lacuna see Aitken and Wingate, 1994; Butler, 1998; 
Skelton et al., 2002). Finally, the thesis has focused upon the experiences of children in 
the invisible middle years of childhood, redressing the bias towards infants' or 
adolescents' geographies both within geography (e.g. Aitken and Herman, 1997; 
SkeIton, 2001) and the social sciences more generally (James et al., 1998). 
Overall, this thesis has brought into focus the socio-spatial construction of the 
ubiquitous child, which although dominant in British society usually remains unseen. 
By examining children's experiences of being represented as 'normally developing', or 
'abnormally developing', this thesis also contributes to understandings of children as 
competent social actors. Indeed, it is contended that the empirical findings presented in 
this thesis problematise dominant representations of childhood as a staged, biological 
route towards 'becoming' adult. The following section now considers the theoretical 
contributions of a focus on the school space, disabled and non-disabled children's 
experiences, and children in the middle years of childhood, in turn. 
8.1.1 The everyday space of the school 
Geographers and other social scientists have argued that children are generally 
represented as both 'other' to and 'less than' adults in terms of their competence. 
Indeed, there is a burgeoning literature which explores the significance of this 
conceptualisation in relation to children's restricted, controlled and resistive spatialities. 
In examining the spaces of the two case-study schools, this thesis has unravelled some 
of the consequences of depicting childhood as a biological1y determined series of stages 
towards 'becoming' adult. Drawing upon work within human geography (Aitken, 2001; 
Valentine, 1997a) and the wider social sciences (James et al., 1998), it has been 
emphasised that children are not only represented as less competent than adults, but are 
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expected to develop the competencies that are considered to represent adulthood at a 
particular, age-related rate. This understanding of the 'normally developing child' is 
thought to underpin the organisation of school level education (Hill and Tidsall, 1997), 
and is thus identified as a dominating account of childhood within society in general, 
and schools in particular (James et al., 1998; Valentine, 1997a). Scientific studies of the 
'normal development' have largely occurred within educational-psychology. This is 
important for two major reasons. First educational-psychology is implicated in the 
pseudo-medicalisation of childhood, a strategy implicit in categorising children, 
particularly disabled children as 'Other'. Second, the supremacy of psychological-
educational 'models' of childhood within the education institution locates the processes 
of development within the individual, and under-theorises the role of wider socio-spatial 
processes. Such a location of development and ability to learn within the individual is 
crucial to (dis )abling children within schools. 
By focusing upon the school, which is a spatiality regulated by adults, rather than 
exploring the 'adult-free' world of 'the tribal child' (cf. Opie and Opie, 1969), the thesis 
has emphasised that children's cultures are not completely distinct from adults' 
representations within the school. For instance, it has been noted that children often 
regulate their own and their peers' practices in relation to adult expectations. In 
addition, the hierarchies of acceptability within children's cultures frequently reflect 
those established in formal school cultures. This, however, is not to suggest that 
children are mere 'cultural dupes', and although the same children were often 'othered' 
in adults' and children's cultures, this 'othering' was frequently on different grounds 
(see also Dixon, 1997, in relation to sexed identities). Furthermore, it has been shown 
that children occasionally either protect their peers from negative responses of the adult 
gaze or contest exceptionally negative adult practices towards individual children. 
8.1.2 'Disabled' and 'non-disabled children' 
Via an examination of children who are disabled and constructed as 'Other', this thesis 
has placed a significant focus on the nature of the normally developing child. It can be 
argued that this ubiquitous child has various facets, and children are expected to develop 
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learning, bodily control and emotional-behavioural competencies at a particular 
chronological rate. Children are also expected to increase their level of independence 
with age (see also Valentine, 1997a). As children are expected to develop sequentially 
in all these competencies, childhood and adulthood are not simply dichotomous. 
Instead, children are presented as gradually becoming more adult through stages. 
'Normal development' is thus hierarchical, as children are expected to grow in 
competence in tandem with physical maturation. While falling below this norm is 
constructed negatively, rising above this norm is viewed positively, as children have 
exceeded age-related expectations, and are, hence, closer to becoming adult. Equally, 
the very concept of a 'norm' anticipates that the majority of children at any given age 
will reach a particular stage of development. The representation of 'normal 
development' within national education policies, such as the National Curriculum and 
SA Ts is a universalising discourse, which assumes that all children will reach specific 
stages at particular ages. However, findings from this thesis suggest that notions of 
'normal development' are social constructs, and are socially and spatially heterogeneous 
(see Section 8.3). 
Learning the school lives of children who fall both outside of, and within, expected 
paths of development facilitates a destabilisation of the 'normally developing child'. 
The very existence of children who fall outside of the path of 'normal' development, 
problematises the socio-spatial construct of the normally developing child, and, 
consequently, universal childhood. In addition, this research has illustrated that 
childhoods are diverse and heterogeneous. This thesis has shown that different children 
display a variety of competencies at any given age, even when these competencies 
represent how close children are to adult ways of thinking and doing. This diversity 
highlights that childhood is not a biologically reducible series of stages of development 
towards adulthood. Crucially, it has also been highlighted that some children will never 
gain some competencies that adults are expected to possess (and this is discussed further 
in Section 8.2). Shakespeare and Watson (1998) argue that disabled children's 
predicted dependent futures influence representations (and the experiences) of disabled 
children. However, this contention can also be used to demonstrate the limitations of 
representations of a 'ubiquitous childhood', as some adults do not demonstrate the 
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competencies considered integral to adulthood (see also Irwin, 2001). As adulthoods 
are not homogenous, childhood cannot be a universal, biologically reducible path of 
staged development of the competencies required to become adult. 
8.1.3 Children in the invisible middle years of childhood 
Rather than drawing upon dominant notions of childhood as a staged path towards 
adulthood and full social agency discussed above, critical geographies/social sciences of 
childhood have problematised adult-centric ways of conceptualising childhood as 'less 
than adult' (e.g. Aitken, 2001; Holloway and Valentine, 2000; James et aI., 1998; 
Valentine et al., 1998; Valentine, 1997a). In such critical studies, children are 
constructed as social actors, with competencies that are different to rather than less than 
those of adults (Beresford, 1997). This research has acknowledged these competencies 
by listening to children's voices, particularly their experiences of being represented in 
particular ways. The research utilised semi-structured interviews with children in the 
'invisible' middle years of childhood, who were aged between seven and ten years old 
(James et al., 1998). This has served to highlight that relatively young children are 
competent social actors, reinforcing critiques of representations of children as 'less 
competent' than adults. The rich findings gained from qualitative interviews with 
children of this age group problematises notions of the normally developing child. 
Not only has listening to children in middle childhood's voices problematised notions of 
the normally developing child, it has also served to critique dominant representations of 
childhood as 'innocent' and 'carefree'. Previous studies have emphasised that some 
children's lives are problematic (Stables and Smith, 2001; Valentine, 1997a). However, 
all the children interviewed for this thesis remarked on aspects of their lives that were 
problematic, complex and/or conflictual. Representations of childhood as innocent and 
carefree depend upon an adult-centric notion of dependence/independence, rather than 
an understanding of children's everyday realities within the conflictual spaces of the 
school (and home). Empirical research showed that children who are demonstrably 
unhappy, angry, and/or lacked the innocence associated with childhood (Le. many 
children with EBD) were frequently the most 'othered' by children and adults. This 
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'othering' was related to some children being unable to follow social rules established 
by children and adults. However, these children also conflicted with dominant 
representations of childhood, as innocent, carefree and happy, hence making adults 
uneasy (see also Aitken, 2001). 
8.2 Disability 
This thesis has made substantial empirical contributions to geographies and critical 
social studies of disability. By investigating the experiences of disabled children in 
schools, the thesis addresses a significant bias towards the exploration of disabled 
adults' experiences within geography and broader social studies. In addition, the 
'disabled' children who participated in the research had a range of mind-body 
characteristics. This addresses another empirical lacuna within geographies of 
disability, which have under-explored the experiences of people with learning 
disabilities (Hall and Kearns, 2001). Furthermore, by considering the experiences of 
children with EBD, the thesis has addressed a further empirical gap within social studies 
and geographies of disability, which have so far under-researched emotional differences. 
The exploration of children with learning disabilities and/or EBD in different spatial 
contexts leads to a further empirical innovation in that children's experiences varied 
according to their 'social class'. 
The voices of both 'disabled' and 'non-disabled' children were illuminated in this 
thesis. In a move that parallels the increasing emphasis on masculine identities in 
understanding gender and sex relations in schools (e.g. Dixon, 1997; Holloway et al., 
2001; Shilling, 1991), this thesis attempts to unravel the consequences of being 
represented as either 'abled' and 'disabled' to children's experiences of school, and how 
children (dis )able each other through their everyday practices. The examination of abled 
identities (like masculine identities) within schools draws upon broader trends towards 
the examination of the maintenance of 'sameness' or apparently neutral/unproblematic 
identity positions such as white race, masculinity or heterosexuality, which are 
hierarchically constructed in relation to an 'other' (Gregory, 1994; Sibley, J995a). Each 
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ofthese distinctive strands are discussed in turn in the section below. 
8.2.1 Disabled children in schools 
The focus upon how children are (dis )abled within schools has contributed to embodied 
understandings of disability in a number of ways. First, this study illustrates that 
disabled people's identities are fractured and multifaceted, with disabled people located 
within a variety of 'axes of power' (to draw upon the terminology of Butler 1990:4), 
such as adult/child. Second, it has been contended that children with mind-body 
differences are increasingly 'othered' in relation to the notion of a normally developing 
child. Such a finding illustrates that the experience of disability varies through smaller 
intra-life-course stages, in addition to the larger life-course transitions, such as between 
childhood, adulthood and old-age. 
Adults predicted radically different, dependent adult futures for some of the disabled 
children who participated in this research. Hence, these children were accorded a 
'permanent childlike status' (Middleton, 1994: 53), and represented as never 'becoming' 
complete subjects. These discourses of disabled children were more dominant in 
Church Street than Rose Hill, and were associated with children with particular types of 
disability. Such representations may also have reflected teachers' perceptions of a 
disableist paid labour market. This finding is, however, likely to be influenced by the 
presence of children with a greater range of disabilities in Church Street than Rose Hill. 
Children with physical disabilities, learning disabilities and/or EBD were generally not 
defined in this way. Instead, it was found that adults and children represented and 
responded to younger disabled children in relatively positive ways, particularly in 
relation to their level of dependence. This finding could be related to dominant 
representations of childhood as a dependent life-course stage. Therefore, the experience 
of having a disability may vary through the life-course (see also Priestley, 2001a), 
demonstrating that it is problematic to represent disability as an essential difference. 
Although representations of younger disabled children were relatively positive 
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(especially in comparison to the findings of Watson et al., 1999), it was contended in 
Section 8.1 that childhood is not simply dualistically opposed to adulthood. By contrast, 
childhood is commonly regarded as a series of fixed stages of learning, behavioural and 
bodily development towards becoming adult. Hence, children with mind-body 
differences may be increasingly disabled as they grow older, and the gap between the 
disabled children and representations of the 'normally developing child' increases. 
Significantly, this finding suggests that the experience of a disabled identity may shift 
within a particular stage of the life-course, as well as through the life-course. 
8.2.2 Children with learning disabilities and ERD 
This thesis has provided three major contributions to embodied social models of 
disability by illuminating the experiences of children with learning disabilities, andlor 
EBD, in conjunction with children with bodily impairments. First, this thesis has 
problematised the Cartesian mind-body dichotomy, facilitating a focus on emotional 
differences. Second, this perspective also destabilises the impairment/disability split 
that dominates the social model, as some of the most disabled children within the 
schools did not have a 'concrete' impairment. Finally, placing an emphasise on the 
socio-spatial construction of some types of disability can serve to further problematise 
common-sense understandings of disability as a random tragedy. These issues are 
discussed in turn below. 
Destabilising the mind-body dualism 
The mindlbody dualism posits the mind and body as separate entities, suggesting that 
thought can be 'rational' and 'removed' from all the messy problematics of history, 
experience and feeling. Such a position is masculinist and, perhaps, disableist (see 
Chapter Two). As this mindlbody dualism is the dominant understanding of minds and 
bodies within the Global North, it follows that having an impaired body is represented 
as less problematic than having a troubled or disabled mind. Indeed, empirical results 
from the thesis suggest that children with learning and emotional differences were more 
excluded, marginalised and 'Othered' than children with physical impairments in many 
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contexts. Moreover, despite Hahn's (1989) exploration of the language of walking, 
Descartes' adage 'I think therefore I am' (Foucault, 1965) remains a more central tenet 
of modem consciousness than 'I walk therefore I am'. The social model of disability 
draws upon the mindlbody dualism, by explicitly locating impairment in the body. In 
the context of the modem precedence of rationality, this is perhaps an understandable 
political response by academics and activists with particular types of mind-body 
differences. This can be seen as a response to dominant, individual tragedy models of 
disability that assume that people with bodily impairments will also have learning 
disabilities (Morris, 1991). 
In this thesis it has been emphasised that children can be disabled on both bodily and 
leaming grOlll1ds. In addition, children can be disabled in relation to a perceived 'norm' 
of emotional and behavioural development. This finding significantly extends those 
embodied models of disability that endeavour to destabilise the mind-body dualism. 
Parr and Butler (1999) deconstruct the mind-body dualism by highlighting the 
interconnectedness of thought and feeling. Connecting the mind and body in this way 
opens up geographies of disability to explorations of mental illness. However, to date 
there has been little exploration of disabling emotional difference within geography or 
wider social science; a silence that is addressed by this thesis. 
Findings from this thesis further illustrate the interconnectedness of mind and body 
differences, as many children who participated in this study had dual or multiple 
diagnoses, incorporating learning, bodily and emotional differences. SENcos and 
teachers claimed it was not always possible to disentangle children's disabilities as 
principally located either in the body or mind. (This is not, however, to suggest that all 
children with learning disabilities have EBD or physical disabilities or vice versa). 
Decoupling disability and impairment 
Illuminating the experiences of children with learning and emotionallbehavioural 
differences destabilises social model interpretations that depend upon the presence of an 
identifiable 'impairment', around which society 'disables' people. This suggests (to 
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adopt realist terminology), that disability is the socio-spatially contingent result of 
impairment, which is the necessary condition. Retaining impairment as a necessary 
condition for disability maintains a residual biologism and draws upon a society/nature 
dualism (cf. Seager, 1993). Hence, social models of disability are located within 
modernist ways of thinking, being developed in direct opposition to medical/individual 
tragedy models of disability (for obvious political reasons). 
Some children who are disabled within school spaces do not have an identifiable 
impairment, but are inscribed under the educational model of disability being contrasted 
to a 'normally developing child'. Such a finding usefully decouples disability from 
impairment, highlighting that the socio-spatial processes of disability do not depend 
upon the presence of impairment. Instead,' disability' is about representing a 'normally 
functioning' mind or body and defining as 'Other' those people who fall outside of this 
norm (a process labelled 'ableism' by Chouinard, 1997). These findings suggest that an 
essentially disabled (or impaired) identity does not exist, but that disability is always a 
set of discursive and performative practices, which are socio-spatially specific. This is 
not to deny the corporeal experiences of pain and limitation. Instead, it is necessary to 
stress that these sensations are not the sole preserve of people with 'impairments' but 
are something that most people experience at some point over the life-course (see also 
Parr and Butler, 1999). Furthermore, it is important to remember that this pain and 
limitation can be emotional and mental as well as bodily. 
8.1.3 Disability and 'social class' 
The thesis has illustrated that disabled and non-disabled children are variously 
positioned within a variety of social relations, including those of 'social class', by 
examining the experiences of children within two schools which were variously 
positioned in time and space. Thus, rather than being a homogenous group, the disabled 
children in this research came from a variety of socio-economic backgrounds. This 
further decentres the concept of an essential disabled identity, as disabled people are 
differentially located within social class relations, and it is impossible to prioritise one 
aspect of 'difference' from another. A consideration of the socio-economic 
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backgrounds of children can further problematise the societylbiology split drawn upon 
in the social model, emphasising that some forms of mind-body difference are purely 
social. In both Church Street and Rose Hill the majority of the children with general 
learning disabilities andior EBD came from 'working class' or 'socially excluded' 
households. Although this is not a statistically 'valid' finding, this supports findings 
from previous studies that associate EBD and general learning disabilities with socio-
economic deprivation (Dyson, 1997). Although it is not the purpose of this research to 
speculate on the 'causes' of 'learning difficulty', it is interesting to note that the 
'normally developing child' is based upon 'middle class', white children, and 
bourgeoisie notions of 'appropriate development' (Vlachou, 1997). In this case, 
children who fall outside of centralised representations of the normally developing child 
are most likely to be from socially excluded backgrounds (Dyson, 1997). This finding 
suggests that some types of 'disability' are not random, tragic events, and disrupts a 
central tenet of the individual tragedy model. It also illuminates potential connections 
between the 'social' inclusion agenda, and inclusion as it relates to disabled children 
(see Section 8.3.3). 
Despite the apparent link between social class (and especially social exclusion) and 
certain types of disability the intersections of social class and disability operated in 
specific ways in Church Street. Teachers in the school argued that the 'normal' child in 
Church Street had 'learning difficulties', and (with arguments that reflect those of 
Bernstein, 1977), attributed this to the high proportion of children from socially 
excluded backgrounds. Therefore, it was argued that many children with a degree of 
learning difficulty were not labelled through the SEN process. Hence children's socio-
economic identity positioning may influence whether they are 'disabled'. Such a 
finding highlights the sodo-spatial specificity of both the workings of the special 
education institution and 'disability' (see also Section 8.3.3). 
8.3.4 Disabled and non-disabled children 
The fundamental principal of impairment as the necessary condition of disability in the 
social model relies upon, and reproduces, a dichotomy between 'the impaired' and 'the 
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non-impaired'. Such dualistic thinking precludes either a consideration of space 'in-
between' impairment and non-impairment, or a problematisation of where the dividing 
line is drawn between impaired and non-impaired bodies (or minds), on a diversity of 
mind and body capabilities and limitations. This thesis has illuminated some of the 
diverse practices that serve to categories children into 'disabled' and 'non-disabled' 
groups. By doing this, the thesis has demonstrated that the dichotomy of disabled and 
non-disabled is variously interpreted within different spatial contexts, and imposed upon 
children with a diversity of mind and body differences. 
One of the principal reasons for asking non-disabled children to participate in this 
research was to investigate whether and how 'disableism' was socially reproduced by 
children in the schools. However, the empirical results suggest that children were 
'othered'/excluded or 'samed'/included in along a variety of grounds, suggesting that a 
variety of identity positionings can be problematic, including, but not exclusively, mind-
body differences. This serves to further problematise the notion of an essential disabled 
or non-disabled identity. Crucially, by examining the lines drawn around 'disability' or 
'non-disability, the thesis has empirically demonstrated that disability is a socio-spatial 
construct rather than a stable, constant identity position (see also Dear et al., 1997). The 
research has developed a spatially nuanced understanding of disability, which highlights 
how the 'norm' against which children are 'othered' differs in the contexts of the two 
schools (and even within these schools). Importantly, this serves to differentially label 
the same children, or children with similar mind-body characteristics, as 'disabled' or 
'abled' in different spatial settings, emphasising the centrality of space in the 
construction of fluid, fragmented and unstable, disabled identities (Parr and Philo, 1995) 
8.4 Inclusive schools 
This thesis has enhanced theorisations of 'inclusion' current within social science and 
policy discourses. The research is theoretically distinctive in relation to previous studies 
of 'inclusion', by providing a geographical investigation of everyday practices of 
(dis)ability within physically inclusive schools. Such a spatially sensitive approach 
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influences the theoretical contributions of the thesis, as is evident throughout the 
following discussion (see also Chapter Seven). This thesis has three original empirical 
strands in relation to the existing educational and social science literature. 
First, this research has illuminated the voices of children, addressing a bias towards 
adult's experiences within the existing literature. Second, the children who participated 
in the research had a range of mind-body characteristics, with some children diagnosed 
as 'disabled' and others without this label. Finally, the thesis focused upon two 
physically inclusive mainstream schools. Such an emphasis facilitated an examination 
of some of the diverse ways that inclusion policy can be interpreted and children can be 
(dis )abled within different school settings. The theoretical contributions that emerge 
from each of these empirical innovations are explored in the following three sub-
sections. 
8.4.1 Listening to children's voices 
This thesis makes a distinctive contribution to existing debates regarding the nature of 
'inclusion' through listening to children's voices. The general tendency within studies 
of inclusion has been to prioritise the voices of adults (see Chapter Two). By 
illuminating the experiences of children it has been possible to unravel some of the 
diverse ways that children are contrasted to a 'norm' of child development, and hence 
constructed as 'disabled' within mainstream schools. This 'norm' appears to be l 
common-sense (and is thus insidious), although it is given professional and pseudo-
medical authority. This finding suggests that the concept of inclusion is often limited by 
its failure to consider the normalisation, and consequently, institutionally ableist 
underpinnings of both the general and special education institutions. Furthermore, due 
to the relative absence of children's voices in debates on inclusion (see also Cook et al., 
2001), it can be argued that 'inclusion' is a concept imposed upon children by adults. 
Such an imposition reinforces the hierarchical nature of the relationships between adults 
and children within schools, and fails to prioritise children's experience of school. This 
is an omission which is addressed in this thesis. 
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8.4.2 Children with a variety of mind-body capacities 
The experiences of children with a variety of mind-body capacities have been 
illwninated in this thesis, including children who were defined as 'disabled' and 'non-
disabled' through the workings of the education institutions. Incorporating the voices of 
all these groups of children highlighted the variety of mind-body differences that can 
lead to disablement, and how children with particular characteristics are variously 
disabled in different spatial contexts. This has brought to the fore the experiences of 
some groups of children who have been relatively hidden from debates regarding 
'inclusion' and special education, particularly children with learning andlor emotional 
differences. 
Listening to the voices of children with a variety of mind-body characteristics, including 
children who were not 'disabled' has significantly enhanced understandings of 
'inclusion' and disablement in mainstream schools. It has been highlighted that the 
(special) educational needs institution operates in diverse ways through the two schools. 
This results in heterogeneous definitions of children with similar mind-body 
characteristics as 'disabled' or 'non-disabled' in relation to a socio-spatially shifting 
norm. Incorporating the experiences of non-disabled children has emphasised that 
children can be included or excluded, through the operation of children's or adults' 
cultures, on a variety of axes of difference. These mayor may not involve mental or 
bodily characteristics. Another contribution that has been made by researching non-
disabled children alongside those labelled as 'disabled' has been to illuminate that, 
although children's cultures are hierarchical, many non-disabled children are accepting 
of peers with mind-body (but especially bodily) differences. The hierarchies of 
acceptability of children with mind-body differences varied between (and within) the 
two case-study schools. 
8.3.3 Spatially sensitive in-depth research in two 'inclusive' schools 
This thesis has focused upon everyday (dis)abling practices within two mainstream 
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primary schools. Such a geographical approach has emphasised the importance of 
spatiality to everyday representations of (dis)ability. First, it has been demonstrated that 
the internal geography of the schools and everyday practices of actors represent children 
as (dis )abled. Second, schools are located in specific places that represent unique 
'moments' within space and time, and socio-spatial processes (cf. Massey, 1993, 1994). 
Third, schools are porous spaces, dissected by the wider education institution(s), 
illustrating the connections between the local and the national scales of education. 
These three strands are discussed in turn below. 
(Dis)abling internal school geographies 
A common theme highlighted in this thesis has been how children are (dis )abled 
through mundane, everyday social practice and that space is implicated in the 
production of disabled identities. In particular, it has been emphasised that the formal 
spatial arrangement of both schools is designed by adults around a notion of 'normal 
development'. The institutional geography of the school acts as a text that represents 
discourses of 'normal' emotional, behavioural and learning development, through the 
layout and expectations placed on (children's) behaviour. Previous studies have 
highlighted that schools are designed around a 'normal' child (e.g. Hill and Tidsall, 
1997; Vlachou, 1997). Crucially, this research has revealed that representations 
normal development, appropriate behaviour and the facets of 'norn1al development' 
prioritised differed between, and to a certain extent, within the case-study schools (see 
also Section 8.1.2). 
Schools' location within space and time 
Although it is perhaps impossible to trace all the diverse reasons for this difference, 
representations of 'normal development' in school (micro )spaces emerged from conflict. 
These cultural contests occurred between actors who are differentially located in terms 
of the 'power geometries' (cf. Massey, 1993, 1994) of the school and the wider 
education institution. Teachers variously interpreted and contested meanings of 'normal 
learning development', which are circulated through national policy, and 'normal 
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behaviour' represented at the scale of the whole school, and within academic and lay 
discourses of the nature of schools. One source of conflict was teachers' expectations of 
children's learning or behaviour, and children's practices. Teachers in Church Street 
frequently argued that these differences were due to the home backgrounds of many 
children. By contrast, in Rose Hill teachers' (and especially the head teacher's) agency 
was highlighted in explanations of relatively high expectations and levels of control 
over children's behaviour and learning. This provides just one example of the 
importance of schools' location in space, along with the influence of social agency, 
which emphasises that it is not always possible to unravel the two facets. This finding 
suggests that schools are not bounded, but are porous spaces; dissected by various 
networks that take on specific configurations within particular locations (cf. Massey, 
1993, 1994). 
Schools as component of the education institution(s) 
One key source of these networks of social relations is the wider (general and special) 
education institution(s). Thus, rather than representing schools as themselves 
institutions, emphasising the internal cohesiveness and stability of schools, along with 
their concrete spatiality (see Flowerdew and Manion, 1982; Kirby, 1982), it is possible 
to view schools as institutional spaces. Such a view of schools conceptualises them as 
specific moments in space connected to wider education institution(s). Indeed, it can be 
argued that one of the key sources of conflict within schools and the education 
institution more generally is between centralised and socio-spatially specific notions of 
childhood development. This illustrates that policy emanating from the national scale of 
the education institution is not homogenously applied within different school (micro-
)spaces. Therefore the general and special education institutions were interpreted and 
played out differently within the two schools. Consequently, children were 
differentially labelled as 'disabled' for falling outside the expectation of 'normal 
development' presented within the school (see also Section 8.2.2). 
These findings help to focus attention onto the various and conflicting operations of 
power within institutional spaces, such as schools, enhancing current nnderstandings of 
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the workings of these spaces. The findings highlight that institutional power is not 
unidirectional, imposing practice from 'above'. Instead, even in institutions typified by 
increasing control and surveillance (such as the panoptic education institution), 
individual actors within schools can contest, transgress and potentially transform 
centralised impUlses. It is therefore necessary to view the educational institution(s) as 
unstable, with various contestations occurring at a variety of interconnected scales; 
hence as 'precarious geographical accomplishment(s)' (Philo and Parr, 2000: 158). 
The diverse operations of the SEN institution, which was influenced by the location of 
the schools, had material implications for the schools and the children (and teachers) 
who attended the schools. The SEN institution is individualising and labels children as 
(educationally) 'disabled' (depending upon the interpretation of a label of SEN within 
the schools). However, such a label also provides extra resources to schools in order to 
'meet the needs' of children who may not be catered for by the general education 
institution. Thus, in the case-study example of Church Street the school's precarious 
financial position (see Chapter Three) and some children's social exclusion were 
exacerbated by the uneven workings of the special and general education institution, 
The above finding suggests that there are points of confluence, and indeed conflict 
between 'social inclusion' and inclusion of children with SEN. Therefore, treating these 
. two aspects of policy as distinct is problematic!. Some types of general learning 
disabilities and EBD are associated with social exclusion (see Section 8.2.3). In 
addition, this thesis has found that the uneven operation of the SEN institution can result 
in some schools not receiving extra resources for children with mind-body differences. 
Indeed, it was suggested in Section 8.2.3 that children with a diversity of characteristics 
could experience exclusion within schools. This reveals that viewing inclusion as 
regarding the spatial relocation of a special group of children (see Chapter Four and 
Lightfoot et al., 2001) can obscure the diversity of exclusionary and inclusive practices· 
within children's and adults' school cultures. It is therefore essential to prioritise the 
voices of children when designing 'inclusive' policies, particularly as it was found that 
children's practices and experiences of 'otherness' did not always follow those that 
I For example, in the study LEA, the social inclusion unit was distinct from the 'Inclusion' Project. 
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might be expected from an adult perspective. Understanding children's experiences 
requires a disruption of the hierarchical relationships between adults and children both 
within schools, and in research on schools. This thesis has provided some examples of 
how the unequal power-relations between adults and children within schools can be 
destabilized, allowing children's lived experience to be prioritised. 
8.4 Reflections 
It is widely argued that the research process, as a series of inter-subjective exchanges, 
should change both the researcher and the researched (Rose, 1996). I do not claim here 
that my entire Self is traceable, or that it is possible for me to map all the myriad ways 
that I have changed as a result of undertaking this research. In an endeavour to unravel 
just two examples of how I have changed during this research, I will discuss how the 
thesis has been a personal learning journey for myself. I attempt to decipher how my 
understanding of disability and childhood have shifted through this research process. 
The practical implications of this to (my) future research practices are emphasised. In 
the final section, I illuminate some interesting entrees for future research which have 
emerged during this thesis. 
8.4.1 My shifting positionality 
As a non-disabled adult, when I set out on this 'research journey' (which included 
reading the literature), I held common-sense views of both disability and childhood. 
This was one aspect of my identity that I had to deconstruct, and it is one area in which I 
feel I have learned a great deal. For instance, I anticipated that interviewing children 
would be more problematic than interviewing adults. To some extent this preconception. 
was confirmed by wider social science literature, which emphasises children's lack of 
experience of one-to-one conversations with adults (e.g. Beresford, 1997). Conducting 
research with children, and in particular disabled children, has forced me to confront my 
own prejudices and misconceptions. It was necessary for me to learn children's 
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different ways of communicating (and for children to become accustomed to me). 
However, on account of this investment of time, semi-structured interviews with 
children proved a successful methodological tool, which will be utilised for future 
research activities. Such a finding further serves to contest the construction of 'the 
normally developing child', as the children interviewed were relatively young. This 
emphasises that although there are many differences between adults and children, it is 
possible to find shared ground and to promote mutual understanding in order to conduct 
the inter-cultural exchange that is involved when researching with anyone who is not 
myself. 
8.4.2 Entrees for future research 
It was found that children's experiences vary along multiple lines of difference, and 
social class (and particularly social exclusion) was focused upon (see Section 8.2.3). 
Future research could usefully consider more fully the multiple axes of difference within 
which (disabled) children are located, and whether these positionings influence 
children's experiences of dis(ability) and exclusion/inclusion within child and adult 
cultures. Focusing upon 'social class' as an axes of difference illuminated that children 
from socially excluded backgrounds, or who attended a school with a high proportion of 
socially excluded pupils, had specific experiences of being (dis )abled. Future studies 
could usefully seek to explicitly tease-out the links between different forms of 
exclusion, including social exclusion and exclusion within/from schools; particularly, 
although perhaps not exclusively, as played out in relation to children diagnosed as 
having learning disabilities andlor EBD. It would be interesting here to tease out the 
links between the school and home, foregrounding children's experiences of these two 
everyday spaces. It would also be essential to de-tangle parents' and guardian's 
thoughts, along with those of education officials. 
The links between the school and home is one area that could usefully be explored in 
greater detail in relation to the experiences of (dis )abled children within mainstream 
(and potentially 'special' schools). It would be constructive to review parents' opinions 
of their child's education provision, and future research could usefully explore 
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parents'/guardians' decisions regarding choosing a school for their child. It would be 
valuable here to compare parent's/guardian's and children's views. 
Finally, head teachers in the two case-study schools claimed that the transition to 
secondary school is a difficult phase for many (disabled) children. In Church Street 
teachers suggested that many of the disabled children in this mainstream primary school 
would attend 'special' secondary schools. Undertaking a follow-up study with the same 
children in their respective secondary schools would be a fascinating avenue for future 
research activities. In particular, the findings of this thesis suggest that children are 
increasingly 'othered' as they grow older by comparison to representations of a 
'normally developing child'. In addition, disabled children in Church Street and Rose 
Hill reported relatively enabling experiences, by contrast to studies with children in 
secondary schools (Watson et al., 1999). Carrying out a longitudinal study with the 
same children would facilitate an exploration of their changing experiences of 
(dis )ability - as they pass through the life-course period of childhood and youth, and 
unravel how they are differently constructed as (dis )abled through everyday practices in 
differing school enviromnents. 
In summary, this thesis has provided a unique geographical exploration of the ways that 
children can be (re )constructed as (dis )abled within mainstream primary schools. In 
doing so, this thesis has made significant theoretical and empirical contributions to 
geographies and wider social science studies of childhood, disability and inclusion. 
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DfEE 
DfES 
DfES 
EAZ 
EBD 
LEA 
SEN 
SENDA 
SENco 
SNA 
Glossary of Key Abbreviations 
Department for Education and Employment (until 2001). National 
government department responsible for education. 
Department for Education and Skills (post 2001). National government 
department responsible for education. 
Department for Education and Science (until 1990s). National 
government department responsible for education. 
Education Action Zone. A consortium of schools which has 
successfully bid for extra funding on the grounds of having a high 
proportion of children from socially excluded backgrounds. 
Emotional and Behavioural Difficulties. 
Local Education Authority. 
Special Educational Needs. 
Special Needs and Disability Act. 
Special Educational Needs Co-ordinator. A teacher in with 
responsibility for overseeing SEN issues. 
Special Needs Assistant. A classroom assistant whose salary is usually 
paid by the money attached to an individual child's statement. 
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135 720 193 ' ',' ,26.81 ,.'" \";, 
101 1,606 431 • 26.84 ' .. ' .. ',,' {. t 
17 1,597 433 .. 27.11. ".,. { . ".' 
138 1,234 339 .. 27.47'·' ". " 
88 883 244 ..... 27.6~.··· 
" 137 893 254 ,·28.44 . , .. 
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89 264 76 
Upper quartile (38) 
148 1,927 573~;' 29.74 .. ' ' .. :r¥~. 
114 870 262 l;' ...... ' .. 0 ,g,... . r'., .• . ·3 ... 1 t*,..".,;. 
29 7,235 2,209., ' •.. '.\j£' \ 30.53 ·;~t~ -'C, 
15 3,354 1,036---,1; ~'~.~O.89jjf:, ".~., 
14 931 288' ,· ••• ,...3~:93/:' •...• ~ 
1-_6 _+-__ -.,.3.:..,,2-:-53,--__ +-__ -'1 ,:-00-.--7 __ ---i-7;fi:ci~t 30.96.~.,., ..· .. ·.;.·,i i/.! 
7 1,634 516r;;";. ~ ~L5S;';:;~' 
39 715 229 ... { 32.03{, ..... ; .. 
111 764 246/;; 32.20?· {\; ... ~ 
146 1,600 518.. . " .. "32.3,8" .;~ 
117 594 196, .;,:'33.00 • , /1, 
56 3,002 995'~; 33.14. .;i .. ,. , 
76 .2,664 896 ·S) 33;63~l; ; .. 
42 2,042 687.. . ... ~. '33:64'{ •.. ······1 
129 790 266 '.;.' '~." 33.67;li· .. · 
28 822 281;~ 34.18', ' ...•.. ,. '.'.~. 
55 3,185 1,089'~ 34.19j;·. 
26 2,292 797., '.;.' 34. 77" i;~~'~ 
136 2,342 833;·;/ . 35.57 ;;;; 
132 2,240 803. ; 35.85 }, ;.'i;'l 
10 790 285 . 36.08}·~, 
24 1,172 426 .. 36.35·, . i 
61 1,228 447·. . •... , 36.40 ....• ..~?: 
32 1,277 469 , .. 36.73,' 
109 1,068 395 ... .36.99. .,.,;~,; 
Median (75) 
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93 1,184 438 !J. ..•..•..•.. .'{ 36.99~;. .. ;· .~: 
27 1,109 411 
134 3,338 1,239 .'. . .·.·· .• ·.37.12:"1) 'li 
64 5,228 1,945 
63 1,226 457 
144 673 251 
119 602 225 
99 1,066 399 
71 1,423 533 
52 2,089 786 
131 7,252 2,731 
133 4,498 1,722 
65 2,468 947 
49 1,542 592 
3 578 222 
121 821 316 
147 2,563 995 
85 985 383 
122 1,332 523 
5 552 220 
74 2,298 917 
108 1,237 497 
69 1,343 541 
120 669 272 
36 984 405 
104 1,167 485 
87 907 381 
125 1,925 814 
79 4,427 1,890 
118 863 371 
86 699 301 
9 1,008 439 
91 1,216 532 
141 664 292 
22 900 396 
105 1,572 697 • . ..... 44.3.4 "·t. 
110 551 245 .. ..• ... 44.46.," .$ '.~. 
43 1,585 707 ... ... '.; . . ..•... .... ' .. 44.61; . .••.• 'JL 
Lower quartile (113) 
72 1,172 529 
277 
2 774 351 
80 4,437 2,021 1·;<.·.. ; .•.• I.:', •. AS.SS ..:.' 
8 813 375 
34 2,022 952 
103 1,114 525 
70 743 351 
124 1,108 525 
149 1,014 481 
78 497 238 
102 1,091 529 
123 2,320 1,132 
4 1,060 526 
12 1,689 841 
145 544 272 
1 424 214 
115 1,340 684 
142 1,481 758 
31 2,186 1,126 
90 1,197 623 
25 851 444 
128 4,152 2,177 '52.43 ,:.; ' .. fJ;.' . 
11 781 410 
30 1,177 621 
112 827 442 
60 2,329 1,251 
66 5,209 2,825 li .... .'.:. 54.23 .•.... . .'.~' ':,\ 
77 566 314 
21 972 540 
58 1,170 652 h .55.73. . 
67 1,408 804 j .•... .' ; . 57.10 .....•.. ".~ 
68 1,253 722 .. ...57.62 .. i 
127 749 441 
126 748 452 . •.... . .' .' '. 60.43 .; '. ·.c •.. 'c 
95 1,097 664 '. . ... '. . . 60.53 .' :': . 
19 2,134 1,336 I ". 62.61' :' 
20 696 464 .'. .66.67 . ". 
57 584 406 69.52 .. 
Mean 1592.51 577.37 .: 36.67 
238,877 England 86,606 ." .36.26 . 
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Appendix 3.4 Letter for head teachers 
Dear (Head teacher), 
I am a teacher who is working towards a PhD at Loughborough University. My area of 
research involves examining the results of the inclusion process on disabled and non-
disabled children's attitudes and behaviour towards each other, at the micro-geography 
level ofthe school. 
I have contacted the LEA and your school is listed as specially resourced for physically 
impaired pupils / has a high proportion of children with Special Educational Needs. 
Due to this, it would be an ideal site for my research to be undertaken. My research is 
largely based around participant observation. I would become involved in the activities 
of four classes, and observe how the children react to each other in different places, 
including the classroom, dining room, playground and other school spaces. Further 
qualitative research would involve semi-structured interviews with key individuals 
within the school, asking the pupils to write stories about children with disabilities and 
children without disabilities (although this would be done covertly, for instance by 
introducing characters who just happen to have a disability, or otherwise), and semi-
stiuctured interviews with the children regarding their stories. In total, the research 
period would take approximately twelve weeks, with me visiting the school three days a 
week. If possible I would like to start my time in your school .... 
As a participant in the classroom and other areas of the school, I could be of assistance 
to the school. For instance, I would hope to take the role of a classroom-assistant. I am 
also a qualified teacher. My DfEE number is RP96/5660S. Although I am trained as a 
secondary school teacher (Geography and English), most of my teaching experience has 
been in middle and primary schools. Furthermore, I would be very happy to 
disseminate the results of my study to the schools in which I undertake my research. 
It is essential to highlight that no judgements would be made regarding the quality of 
teaching and learning in your school environment. Rather I am interested in 
discovering whether inclusion does have a positive impact on negative stereotypes of 
disability. 
I look forward to hearing from you. 
Yours sincerely, 
Louise Holt (Miss) 
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Appendix 3.5 Summary of project providedfor research partners 
Understanding and Perfonning Disability: Summary of Research Project 
1. Purpose of the project 
The purpose of the project is primarily to infonn the PhD thesis. However, the findings 
of the research will be disseminated to the contributors, such as the schools and the 
LEA. The feed-back to the contributing schools will take an appropriate fonn, which 
can be negotiated with the interested parties. A summary brochure outlining the 
findings or a presentation are two possible options. 
2. Aim of the project 
The project aims to examine the ways that disability or non-disability is understood 
within different school places and within-school spaces, and how disabled and non-
disabled children interact with each other. This will be contrasted in different school 
environments. 
3. Research Questions 
This project addresses a topical policy issue: educational inclusion. However, the 
spatial focus is on a very small scale, how inclusion works at a school level. Most 
importantly, the project will investigate what inclusion means to disabled and non-
disabled children. Does inclusion result in positive inter-reactions and relationships 
between disabled -and non-disabled children? Are relationships unifonn across the 
school micro-spaces (classrooms, playground, dining-room, etc.)? How do disabled 
children view their school environment? What makes them happy at school, and are 
there places where they feel more or less comfortable? 
The project will address the following research questions. 
1. How do non-disabled children and disabled children relate to and view each other in 
different schools and micro-school environments (such as the classroom or the 
playground)? 
• Do non-disabled children view disabled children as 'the same' or 'different' and is 
any perceived' difference' constructed negatively or positively? 
• Do disabled children view non-disabled children as 'the same' or 'different' and is 
any perceived difference constructed negatively or positively? 
• How do disabled and non-disabled children fonn social and working relationships 
with each other? Are relationships constructed between disabled and non-disabled 
children? Are relationships between disabled and non-disabled children largely 
positive or negative, or a combination of both? Who works / plays with whom, and 
are there any divisions along the grounds of disability / non-disability? 
• Are there any places that are physically out-of-bounds for disabled children? 
• Are there any places that are out-of-bounds for non-disabled children? 
2. What are (disabled) children's opinions of their school environments? 
• What are (disabled) children's preferred school environment? 
• What are the reasons stated for this preference? What makes (disabled) children 
happy or unhappy in school? 
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• Are there some places within the school where (disabled) children feel more or less 
comfortable? What makes them feel more or less comfortable in these places? 
4. School-based methodologies. 
As outlined above, this project takes a child-centred, school based approach to 
investigating inclusion. Therefore the majority of the research will take place in 
schools. I would hope to spend approximately two months in your school undertaking 
intensive research. It is possible that some brieffollow-up visits will be necessary. 
During the two months of intensive research, I will undertake participant observation, 
which would form the major component of the data. Ideally, I would become involved 
with two classes in year Four and Five. I hope to spend a substantial part of the school 
day with the classes, observing the children's interactions with each other in different 
spatial contexts, as outlined above. I will not be monitoring the performance of teachers 
in any way. For a large percentage of the time, I will take the role of a participant 
observer, and so could perform the duties of a classroom assistant, or help out in the 
dining-room and so on. The participant role would be taken particularly at the 
beginning, in order to naturalise my presence in the classroom and in other places. I 
will need to spend some time as a detached observer, to facilitate note-taking. 
I will also undertake informal interviews with the children. Questions will be based 
around observations, and will involve asking: who they play / work with? Who they do 
not play / work with and why? What makes them happy or unhappy in school? If the 
class-teachers agree, and it is deemed necessary, further qualitative techniques may be 
used, particularly story-writing. The children will be given disabled and non-disabled 
characters to take on as their best friend and to write a story about. If this technique is 
used, brieffollow-up informal interviews with the children will be undertaken. 
Finally, semi-structured interviews with key individuals in the school will also be 
requested. A provisional list of key individuals is: the head teacher, class teachers, the 
person / people responsible for special educational needs / access, lunch time 
supervisors and classroom assistants. 
5. Confidentiality, anonymity and what I can give back to the school. 
Issues of confidentiality and anonymity are discussed in greater detail on the enclosed 
research statement. The school, the LEA or contributors (staff and pupils) will be kept 
anonymous and all statements / observations made will be confidential. 
As a qualified teacher I would be able to give something back to the school and the 
class teachers who I work with. I would often take the role of a classroom assistant, and 
could help out elsewhere in the school. Furthermore, I am aware that sometimes 
schools need extra assistants on trips and elsewhere, and I would be more than willing 
to get involved. The research findings will be made available in an appropriate format. 
282 
Appendix 3.6 Research Statementfor adult participants 
RESEARCH STATEMENT 
Dear participant, 
Thank you for agreeing to participate in the project 'Understanding and Performing 
Disability.' This project could not take place without willing participants, like yourself. 
The information you have shared with me will be used in the research findings, which 
will be presented in my PhD thesis. These research findings may also be presented in 
academic books, conferences, journals and other relevant forums. 
The purpose of this statement is to assure you that your confidentiality and anonymity 
will be protected. The participants, schools and the LEA will not be identified in the 
research findings or subsequent publications. Pseudonyms will be utilised in the 
research findings. No communication or observation made will be used for any purpose 
other than anonymously informing the research. Information gained from one research 
participant will not be shared with others. 
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I have read and understood the above statement relating to anonymity and 
confidentiality. I understand that my confidentiality will be preserved at ail times, 
and that nowhere in the research findings will I be personally identified or made 
identifiable. I also give permission to Louise Holt to quote short, anonymous 
extracts from the interviews and observations in the PhD thesis, academic journals, 
conferences and other academic reports. 
Signature of research participant: ______________ _ Date: 
-------
Print Name: 
Signature of researcher: _ _____________ _ Date: _ _____ _ 
Print Name: 
Signatures of research supervisors: _____________ _ Date: 
Date: 
Print names: 
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Appendix 3. 7 Letter for parents 
Dear parents, 
Louise Holt is a qualified teacher, who is currently doing her PhD at Loughborough 
University. She would like to undertake research in classes 3-4 and 5. The research will 
involve helping out in the classes and other areas of the school and chatting to the 
children about who their friends are, who they like to play / work with and so on. Some 
children will also be asked to complete some class work. With your permission, the 
conversations with the children will be recorded, to aid note taking. These recordings 
will be kept confidential, and used only to aid writing up the thesis. 
This research will be used in Miss Holt's PhD dissertation, and neither the school, the 
LEA nor the teachers and pupils in the school will be named or identified. The 
interviews will also be confidential. 
If you DO NOT wish your child to participate in this research, please indicate this by 
ticking the box below, by Monday 14 May 2001. 
Yours faithfully, 
(Head teacher) 
I DO NOT wish my child (name): ________ to take part in Louise Holt's 
research. 
285 
Appendix 3.8 Character cards/or semi-projective exercise (2) 
Please flU in the sheet below. What kind of pers",n do you thInk 
e8(;h picture .is? Give them 8 name, an age and a personality. 
Fill in each section with information about fhe person In tho 
photo. 
1. 
2. 
Name. _______________________ __ 
Age 
Hobbies 
~----~~----~----~ MY·friends are ca[led ________ _ 
Wool'l"l grow up I will 00, _________ _ 
When I grow up I will live in'--____ _ 
with -
1 like 
Idon~'t~li~ke-------------------
1 am good at 
.1 am not 90o-'d~a-:-t ------..;...--
Othe1" informati'<>n 
--------
Name. _____________________ ___ 
Ag(il' 
Hobbies 
My frien·-,.d$:""E!i .... r .... e-ca":'";I7:le--:;d~---~--
lNherll grow up I will be _____ _ 
When I grow up I will live in. ____ _ 
wHh 
I like Idon~'l~lI~ke----------
I am good at 
1 am not gQOd'-::-a7t--------
Other Irlfonnatlon. _________ _ 
1 
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3. 
4. 
- - _._-----
Na.me. ___________ _ 
Age 
Hobbj·-e-s-----------
My friends are ca[1ed, ______ _ 
When I grow up I will be~~_~ __ 
When I grow up I will live in._-'--__ _ 
with 
Iltke Idon~'t~!~ik-e---------------~-
I am good a.t.-:-___ ~ __ --' __ 
I am not 9000 at 
Other informatlo'-n--------
Name. ________________ _ 
Age 
Hobbles'-:-___ -::--:--_____ _ 
My friends are called:..... _____ _ 
When I grow up I wilJ be. ______ _ 
When I grow up I will live in:......._~~_ 
with 
Ili~e Idon~'t~l~ik-e-------~--~ 
I am good at'-:-.,--________ _ 
I am not good at,_· ________ _ 
Other infoffilation, _______ _ 
2 
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Appendix 3.10 Schedule for informed consent with child research partners 
• I am a researcher at university (a big school for grown-ups) 
• Interested in learning about the school, and how children make friends etc. 
• So that I can write a book, but not a very exciting one, not many people will read it 
- so that I can get a mark (like when you write a story). 
• I want to hear what you have to say, and would be grateful if you would talk to me. 
• You can say no, won't be in trouble, not with me or teacher. 
• You don't have to say anything you don't want to, and you won't be in trouble. 
You can leave at any time (also check during interview that children are happy). 
• I won't tell anyone else not (teacher), not (friend) no-one 
• You can tell who you want, you can tell (teacher), (friend) 
• I might write some of what you say in my book, but that I won't use your name. 
No-one will know that it was you who said it, so you can say what you want. 
• Tape record interview - just for me - no-one will listen to it, turn it off if you want. 
• Questions to check understanding, and consent. 
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